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PREFACE 
This study began with my desire to critically examine the 
pedagogical relationships that have shaped my life as a student and 
as a teacher. I am awestruck by Sherwood Anderson's depiction of 
teachers in Winesburg, Ohio and their relationships with their 
students. With my work I intend to provide a close reading of these 
relationships. No book or article has been devoted to a study of the 
teachers in Winesburg, Ohio as such~ Scholars have tended to 
persist with general readings of the work as a regionalist text or 
as a bildungsroman. While these readings are certainly valid and 
may, at times, provide a backdrop for my own study, the emergence 
of critical pedagogy as a frame for analysis allows readers the 
chance to reconsider Anderson's work with more thoughtful 
attention to his vivid depictions of students and teachers. He is 
candid, expressive, and daring in his portrayal of the intimate, even 
erotic element of pedagogical relationships. Yet his portrayals are 
so gentle and sensitive that the reality of the situation has often 
gone unacknowledged. 1 
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This dissertation is dedicated to the teachers in my life. 
Anything I accomplish is in some way a result of their influence .. 
also wish to thank the members of my dissertation committee, Dr. 
Edward Jones, Or. Margaret Ewing, Dr. Melinda Gough, and especially 
my advisor, Dr. Linda Leavell, who has encouraged me and my work 
for many years. I also owe thanks to my friends for their 
unwavering support, particularly Lisa Rohrbach and Anthony Kahle; 
my students for the challenges and insights they have brought me; 
and the many unofficial teachers I have known throughout my life 
including my grandmother, Irene Bruner, and my son Jordan Bigelow. 
Without these people I would not be the person I am today. Finally, 
I would like to thank my mother for allowing me to dig in the dirt 
with my cat, and my father for encouraging me to dance naked in 
the rain. 
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CHAPTER 1 
THE TOUCH OF THE GROTESQUE: ANDERSON'S MIRACLE 
At the time Winesburg, Ohio was written the stories 
emphatically reflected two growing themes in American literature, 
most clearly regionalism and more covertly feminism and 
sexuality. The latter of these can arguably be part of the broader 
modern influence of psychoanalysis. 2 This study will reflect on 
these elements in retrospect in order to place the book in its 
canonical context. But the main purpose is to devote new attention 
to Anderson's Winesburg, Ohio within a more contemporary 
framework--that of the emer:ging branch of critical theory usually 
termed "critical pedagogy." Critical pedagogy began to develop in a 
contemporary context with the publication of Paulo Freire's 
Pedagogy of the Oppressed. At first considered primarily a 
political text, Freire's work has been a catalyst for the collective 
study of teaching which includes child development theory, 
sexuality and gender issues, multi-cultural perspectives in the 
American education system, and parallels between teaching and 
settings for psychoanalysis. The latter has primarily focused on 
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professional and personal distinctions in the pedagogical 
relationship and the use of erotic energy in the classroom. 
In Anderson's presentation of his grotesquely qesperate 
villagers, he handles this risky yet essential exploration, though it 
is normally regarded as only a minor aspect of his characters' 
psychological dramas. In Anderson's overtly symbolic first story 
of Winesburg, Ohio, the carpenter builds and the old man writes, but 
nameless people take these essentials for themselves and wind up 
living as fabrications, afraid to don their own truths. Watching 
this carnival community, one often overlooks the small, simple 
scraps of love. This is the challenge Anderson presents to his 
readers: to be distracted by the magnificent masks or to focus on 
the unadorned fragments of reality. In a literary sense Anderson 
moves quietly between Realism and Modernism. 
Sherwood Anderson is often viewed as a psychological writer, 
the classic analysis of Anderson's relationship to psychology being 
Frederick J. Hoffman's chapter on Anderson in Freudianism and the 
Literary Mind. In this study, Hoffman surveys critics' attempts to 
place Anderson's work and Anderson the man within the 
psychoanalytic context which seemed to fuel the development of 
Modernism. Hoffman investigates the major controversy of 
whether Anderson wrote with conscious knowledge of Freud; he 
groups the divided opinions and retraces their steps toward 
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evidence. In the end he concludes that though there are certainly 
parallels between Anderson's work and Freudianism it seems 
unlikely· that Freudian psychoanalysis prompted or influenced the 
work. Rather, Hoffman believes that as Anderson learned about 
psychoanalysis he saw such concepts as useful to the public in 
understanding his art. 
Scholars interested in the psychological aspects of 
Anderson's work point to sublimation and repression of sexuality 
as major themes. 3 Much attention has been drawn to his portrayals 
of the sexual psyches of his characters. Typically, such studies 
come to the same conclusion--that the townspeople of Winesburg, 
both male and female, are sexually stifled or stunted. I will draw 
upon these works to examine the lives of the teachers and students 
in Winesburg. Many see the inarticulateness of the townspeople, 
including the most intellectual characters, as a symptom of their 
sexual frustration. Similar claims have been made aQout Anderson 
himself. Several sch?lars haye investigated Anderson's possible 
bisexuality, his notions of creativity as a female process, his 
conventional Oedipal relationship with his parents, and his 
confusion about the masculine gender role. 4 
Anderson has also been characterized as being stereotypically 
sexist in his attitudes toward women, tending to see them as 
angels or whores. Anderson unapologetically used women as muses 
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and wives to support him throughout his career, though he did 
appear to be genuinely grateful to them as such: "I've never been 
able to work without a woman to love. Perhaps I'm cruel ... I live 
by the woman loved. I take from her. I know damn well I don't give 
enough" (Sutton 233). He also openly idealized his mother, 
seemingly with the knowledge that such regard was a common 
pretense: "Idealize her. Why not? ... The dream is as true as the 
reality" (502). This seems to be an extension of his general idea 
that descriptions of the truth inside are always false. Anderson 
knew many women from all states of life and in all roles--sister, 
mother, wives, prostitutes, lesbians. Women liked him because he 
was a good listener. And yet he knew that he could never truthfully 
express all the things he heard. He projected his fantasies and 
failures onto female characters, perhaps more harshly than he did 
his male characters. 5 Sally Adair Rigsby argues that it is the 
grotesque male's inability "to accept affection and passion as 
natural and valuable aspects ~f life" that makes him resort to the . 
idealization or degradation of women and that Winesburg, Ohio is "a 
microcosm of the modern world in which the potential of the 
feminine has not yet been realized" (236, 243).6 
The feminine is not allowed to grow in the male or in the 
female character of Winesburg. Studies of female characters in 
Anderson's work showcase characters such as Kate Swift and 
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Elizabeth Willard as sexually stagnant and mentally fragile as a 
result.? This po_sition, however, is rather one-sided. All of the 
citizens of Winesburg display some degree of emotional fragility; 
sexual repression or oppression is a plight common to both male 
and female characters in Winesburg and is only one of the many 
regrets and disappointments implicated in the explanation of the 
community's despair. Anderson is not deliberately making 
"spinsterhood" or "latent homosexuality" the cause of all mental 
imbalance. Instead, he portrays the human being as having at his or 
her center a nagging vacancy, a painful isolation that often 
revolves around sexual need and identity. Bidney regards this pain 
as gender confusion and a desire for androgyny. This void is what 
the members of the community expect George Willard to fulfill or 
express for them. Anderson himself is so thoughtful and earnest in 
his desire to portray his characters' feelings adequately that he 
even makes critical comments on his own telling of the stodes. As 
Anderson gropes for a way to explain Wing Biddlebaum's 
effeminacy, for example, he acknowledges that to explain Wing's 
nature he "needs 'the poet." And though high expectations are 
placed on his central character, Anderson's George Willard is often 
left puzzled by his encounters with the insatiable, unnameable 
longings of the townspeople. 
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The centrality of George Willard is the basis for studying 
Winesburg, Ohio as a bildungsroman. George appears in fifteen of 
the stories in Winesburg, Ohio and often he serves as a link 
between various episodes. Critics note the almost constant 
presence of sexual pain and anxiety in Anderson's coming of age 
stories.a Certainly, sexual events and epiphanies are crucial to an 
individual's maturation process and Anderson depicts these events 
without reticence. But critics respond as if George Willard were 
the only character in Winesburg, Ohio with enough power and spirit 
to process such emotions and experiences. At times it is argued 
that even George fails at gaining any lucid perspective and that the 
book ends with his abandonment of the entire endeavor--no 
understanding for himself and no salvation for any of the people he 
leaves behind. This observation is too easily accepted as the final 
meaning of the story and ignores the fact that many of the sexual 
and developmental utterances and ineptitudes in Winesburg do not 
revolve around George Willard. A great portion of powerful and 
' . 
epiphanic episodes focus instead on the lives of the teachers in the 
stories. 
Though rarely depicted in a bildungsroman or kunstlerroman, 
a teacher obviously would be a vital presence in one's development. 
Next to parents, teachers are the most influential people in a 
person's life, especially if that person grows up to become an 
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artist or an academic. The mentoring in such a case is 
indispensable and unforgettable; rarely is there an artist or 
academic without a cherished teacher forever living and breathing 
in the heart and head of the now· grown and independent student. 
The intensity of this relationship has been given some attention 
through the distancing effect of theory, but more passionate 
renderings are avoided, perhaps because of the risk of revealing an 
erotic element in the presentation of student-teacher narratives. 
In the realm of psychology, where family dynamics and therapeutic 
dynamics are legitimized by much scientific groundwork, love and 
desire are not necessarily outrageous or threatening subtexts. But 
in the field of teaching and learning, sexual desire is still a 
paralyzing taboo. It is perhaps for this reason that so few 
depictions of student-teacher relationships are realistically 
reported in either practical or fictional accounts of teaching. 
There are exceptional cases. The work of James Joyce and D.H. 
Lawrence, in which schooling and intellectual development are 
central, immediately springs to mind. 9 As with Anderson, both of 
these writers were remarked upon for their psychological and 
sexual explorations in human relationships which sometimes 
included relationships between students and teachers. But no 
modern American writer faces the sexual nature of teaching and 
learning with more brutality and tenderness than does Sherwood 
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Anderson. Unfortunately, few critics have been comfortable enough 
with this theme to explore it. Judy Jo Small points out, in 
reference to "Hands," that most critics are unwilling to. address 
what they must see as a disturbing issue: "if there is a sexual 
component in a teacher's feelings for a student ( or vice versa 
... ), should that not be repressed? Like George Willard, most 
readers have not wanted to confront that question" (37). 
In my study of Winesburg, Ohio I will address such questions 
by intersecting the theoretical framework of sex and pedagogy with 
the passions discovered and expressed in Anderson's fiction and 
with the sensual nature of real learning and teaching experiences. 
In the following chapter I will provide an overview of the exchange 
of ideas that has taken place concerning sexuality and pedagogy. 
This should be of interest to both theorists and educators; ideally, 
it will give educators a theoretical context and will give theorists 
a more practical sense of their field. In the subsequent chapters I 
will examine Anderson's Winesburg, Ohio through the state of the 
art lens of critical pedagogy. I will explore the pedagogical 
implications of the sexual portraits of key characters. As I engage 
critical pedagogy with close readings of Wing Biddlebaum, Kate 
Swift, and George Willard, I will focus on the physical expressions 
of their bodies and on Anderson's attempt to express their feelings 
toward each other. Anderson demonstrates the impact a teacher 
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can have on a student's life, the ways in which students sometimes 
serve as· teachers, and the potential use and abuse of erotic energy 
in the classroom. I will analyze the energy underlying those 
situations. While the drive in these interactions can range from 
sensual to dispassionate to homoerotic, voyeuristic, or autoerotic, 
the common denominator is each character's body. Thus, chapter 
three probes the repressed sexuality of Wing's body, chapter four is 
an examination of learning and looking at Kate's body, and chapter 
five details the student body as it is depicted by Anderson, and the 
methods by which the student body best learns or tragically fails 
to learn. 
My overall objective is to emphasize the sensual nature of 
learning in its many manifestations and to show how Anderson 
incorporates this in Winesburg, Ohio , a story of a community in 
desperate need of connectedness and insight, whose citizens often 
use physical gesture to explain feelings for which they have no 
words. What one observes in the behavior of Winesburg's writer 
and his teachers may help Anderson scholars further their 
understanding of this crushing manifesto of isolation amidst a mob. 
In the final chapter I will note ways in which the texts exchanged 
between a student and a teacher serve as surrogate bodies that 
each individual may handle safely and by which he or she may 
communicate passion and gratitude or love. Throughout the 
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dissertation I will include real narratives of student and teacher 
relationships and stories of real bodies in real classrooms. My 
hope is that these stories reinforce the necessity of .my study for 
practical enlightenment concerning the most important vocation of 
teaching. In doing so I will submit my most essential beliefs and 
pleasures to criticism, taking my cue from Anderson who explains 
in Many Marriages that the body is a deep well with a heavy iron 
door, but that sometimes life comes along and lifts up the lid. 
When that has happened, "dark hidden things, festering in the well, 
came out and found expression for themselves, and the miracle was 
that, expressed, they became often very beautiful" (217). 
Somewhere between the fear suggested by Small and the beauty 
envisioned by Anderson, my work resides .. 
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Show and Tell 
Like many writing classes, my classes are small, intimate 
settings. So at the risk of being misidentified as a kindergarten 
teacher I start each semester by getting to know my students. They 
get in small groups and introduce themselves, and I usually give 
them one task, · such as to find out something unique about the 
people they are meeting. After all~ they will be writing about 
themselves and their experience, and they will be sharing their 
writing. This exercise usually sets the tone. 
After the small groups have talked,· they introduce members 
of their groups to the whole class. This exchange is fascinating for 
the students, though it is usually routine· for me: "this is Stacy and 
her cat just died"; "this is Jarod and his dad stays at home while 
his mom works." But last yea_r one class took an odd turn: "this is 
Jill and she just got her belly-button pierced." The class asked to 
see, so Jill stood up, raised her shirt, and revealed her bejeweled 
belly. As the class murmured their approval someone called out, 
"Andrea has a tattoo," and the class demanded to see that as well. 
"It's not that big of a deal," Andrea explained, "but it was an 
impulse; I didn't even think about it. I'm not usually like that," and 
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she rolled up her sleeve and submitted her strand of ivy for 
approval. Another student announced that when Jason was born he 
was really big, and was delivered by forceps, and had his collarbone 
broken. Tara had her tongue pierced, and when she was introduced 
she stuck it out and wiggled it for everyone to see. My physical 
presence at the front of the room meant nothing. They had been 
writing long before they enrolled in my class. I had merely given 
them permission to tell their stories and they were off with a 
passion, demonstrating and comparing the statements, secrets, and 
war wounds their bodies bore. 
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CHAPTER 2 
SEXUAL PEDAGOGY FROM THE GREEKS TO JANE GALLOP 
Two of the first things young schoolchildren must learn are 
to stand in a line and to keep their hands to themselves. The same 
criteria are usually applicable to success in post-secondary 
education. The body must be trained or restrained in order for 
learning to take place and for the mind to take precedent. The 
validity of this assumption is the core of my analysis of Winesburg, 
Ohio and falls under the category of "critical pedagogy," which is a 
broad study of political and personal issues in education. My focus 
is on pedagogy and the body and the sensual elements of educating 
and learning. Winesburg, Ohio provides fictional accounts of 
pedagogical relationships and a gripping glimpse into the sensual 
and erotic nature of education. 
In Winesburg, Ohio, the system of education is early modern 
American, but the formulation of critical pedagogy. as a theory has 
certainly been influenced by many different time periods and 
cultural systems. American education has seen many changes, from 
the establishment of public education through the feminization of 
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the teaching profession. 10 Child developmental psychology entered 
the classroom and worked its way into teachers' lesson plans mid-
century. In 1970, Paulo Freire's work on pedagogy gave the 
American melting pot a more pragmatic critique. Since Freire's 
work, the formal study of pedagogy has received international and 
unprecedented attention. Critical pedagogy as a theory to be 
interpreted did not really exist until Pedagogy of the Oppressed. 1 1 
This text considers the real selves that both students and teachers 
bring to school and reminds educators that they are not teaching in 
a political or sociological vacuum. Freire's work also gave more 
substance to feminist theory and multicultural studies as these 
movements have made their way into the classroom and have evoked 
much dialogue within the education community and among scholars 
in cultural, political, and literary theory. Roger Simon and Henry 
Giroux have taken Freire's ideas further of late, working theory into 
practice. This is where the agenda seems to split between 
theorists and educators. Educators work more with case studies, 
personal narratives, and curriculum modification. Theoretical 
studies are rarely so pragmatic and often ignore classroom 
realities. Barry Kanpol's Critical Pedagogy: An Introduction gives 
narrative and practical explication of the educational experience 
but also includes an excellent history of the development of critical 
pedagogy, insisting that "critical theory and critical pedagogy are 
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bound inextricably" and that "the link between university 
professors and public school teachers is . . . vital . . . and cannot be 
underestimated" (27). One especially common factor is the 
question of the democratizing of the classroom. 
Critical pedagogy is shaped by study of both the individual 
and the institution. To the theorist, then, the major roots of 
critical pedagogy are Marxism and psychoanalysis. As teachers 
decentralize the conventional classroom power structure, student-
teacher relationships are more variable and more open to 
unexplored possibility. Psychoanalytic theorists look at this 
relationship as a case of desire, bringing up ideas concerning the 
basis of learning such as love, transference, the gaze, and setf-
actualization. Marxist theorists maintain that such questions 
conceal the real social constructions at work in both the classroom 
and the superstructure. Teresa Ebert sees what she calls "libidinal 
pedagogy" as an ignorance of those whose bodies labor and suffer, 
those who are not in a position to consider their desire. Peter 
McLaren successfully argues that the student's body in an 
educational setting has less to do with desire than with 
conditioning, recalling for me my original image of the child 
learning to stand in line and conform. He recalls Foucault in 
discussing the enfleshment of ideas and social conditioning of the 
body. In Schooling as a Ritual Performance, McLaren acknowledges 
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being profoundly struck by the influence of the unbridled culture 
outside of the classroom for his students. In his Critical Pedagogy 
and Predatory Culture, he studies this phenomenon more 
aggressively, providing examples of the more pertinent realities 
for students, all dealing with the body: sex, violence, MTV, food, 
tattoos, piercings, and electronics, which provide more tactile 
experience for students than does the traditional classroom. He 
also points out that by way of Lacanian theory the image or sign has 
replaced the real thing, not just in concept but in everyday life. 
How can a living, speaking teacher compete with a sharper, faster, 
flashier, and more immediately gratifying virtual reality? 
These questions bring theory back into the classroom and the 
currently debated answer in critical theory revolves around the 
teacher's body. In defensive response to Paul de Man's reprimand 
that teaching should be scholarly and not personal, and that 
teachers are not in the business of acting or counseling, many 
students and teachers alike have entered the ring in full support of 
the teacher as a spectacle, a text, a mirror, a sexuality, an 
ethnicity, or an object. Grumet explains that since touch and voice 
are discouraged in early education, "the look dominates the 
classroom" and is used to dominate the student bodies. Gallop and 
others have considered this phenomenon with regards to higher 
education, exploring the possible meanings a teacher's body may 
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reflect. 12 Such unsurpassed attention to the human element in the 
educational process provokes intense consideration of the teacher, 
at a time when educational theory is also resolving to democratize 
the classroom. This state of affairs has led to revelations and 
revolutions that the current educational system is obviously not 
prepared to handle. Many new and complex questions are being 
asked and opinions range from insightful to hostile. If an 
egalitarian classroom is possible, does that mean that teachers and 
students are free to interact as they choose? Does sexual display 
in an academic situation mean something different than it does in 
the business world or . the military? Do sexual harassment policies 
inhibit learning or protect people who do not wish to be policed? 
While several studies approach this new debate from a legal angle, 
my aim is to provoke thought concerning more human responses to 
pleasure and learning. 1 3 
Scholars in many fields recoil at the word pleasure when it 
comes to education and reroute their questions through politics or 
impenetrable theory. As some feminist teachers and scholars tried 
to incorporate the idea of "the personal" into classroom theory, 
they were blind-sided by Jane Gallop's use of the term which has 
made "personal" a popularized euphemism for "sexual." The 
concept of learning being linked to pleasure seems locked in 
between these two extremes; it is either lost in the void of 
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politics and metaphor or it is Sex with a capital S. Gallop made the 
point that she was criticized for sexualizing the workplace. She 
might have explained in her defense that the classroom is atready 
sexualized, as Ungar, Tompkins, and others have described in 
various ways. I hope to achieve in this dissertation what I strive 
to create in my classroom --an open-ended space for pleasure to 
take itself in many directions full of possibility. Theory and sex 
and everything in between fit into my idea of education. 
This idea is not new, but it has been displaced or sublimated 
for thousands of years. There is a renewed interest in ancient 
Greek practices in education. 14 Naomi Scheman suggests that 
looking back to classical models makes it impossible for the 
squeamish to ignore the fact that learning and Eros work together: 
the erotic is on the scene--if not by its explicit 
presence, then by its conspicuous absence. And if the 
scene is pedagogical, the site of instruction, of 
knowledge and sel_f-knowledge, the language of 
psychoanalysis presents itself, bidden or not. And once 
you're on the terrain of transference and counter-
transference, there it is: students in love with ( or at 
least drawn to) teach~rs, and vice-versa. A distaste for 
psychoanalysis, or even for modernity, won't help, 
either: for those more classically inclined, the Platonic 
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route takes us to the same destination. (106) 
While Jane Gallop and bell hooks embrace that destination as 
erotic, many theorists contain the connection between learning and 
Eros within the context of teaching and feminist politics, keeping 
the erotic under sharp watch. Margot Culley propounds the fact that 
women are expected to be nurturers and for this reason are placed 
in the role of teacher and are considered safe and comforting 
creatures upon whom a student may rest. Grumet also employs the 
substitute parent theory, pointing out that children learn through 
love and sensation, and that an older student's feelings are most 
likely to be of the same kind. Shoshana Felman, among many others, 
treats student-teacher love as a transference and counter-
transference, pointing out the connection between this relationship 
and the relationship of analysand and analyst. The 
psychotherapeutic relationship is, indeed, also a setting for 
learning, desire, seduction, self-actualization, and often eventual 
rebellion, anger, and separation.15 This is similar to what one 
might find in an intense learning environment, especially between 
one student and one mentor. 
This type of relationship was par for the course in Socratic 
education, and while many look to this as a golden age of education, 
Jane Gallop makes serious play of the term "to socratize" and 
exposes the open atmosphere of pederasty that has often been 
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purposefully overlooked in the study of Greek civilization.1 6 If 
erotic relations have always been present in what western culture 
considers quality education, then is the sexual relationship not the 
crux of a glorious learning experience? For some, it may be. But in 
the past the truth may not have been as easily observed as the sex. 
And in most literature involving sexuality and education the focus 
has been on the titillation of exploitation in the plausible guise of 
education. In the Sadean literature Jane Gallop has analyzed, she 
speaks of sexual education of the student's body, which is still a 
popular motif in pornography, and the digital "exams" students 
underwent. 
In Plato's time, literature, art, and historical documents 
displayed love and education openly; it was expected, and did not 
need to be channeled through pornography. Power relations were 
clear and honored. Democracy in the classroom was inconceivable. 
Older scholars in the community were to be humored if not revered, 
and they had the power to win the affection of resistant young men. 
By the time women were given access to education, the historic 
denial of female sexuality made intimate relationships between a 
lady teacher and a schoolgirl seem unsensational. 
It is the present-day concern with the abuse of power that 
has brought sexual issues to the fore. Sexual coercement, of 
children, of co-workers or employees, of family members, has 
20 
compelled the United States government to create policies 
concerning appropriate intervention for any act that may be sexual 
harassment. However, power dynamics are not clearly defined even 
in the workplace. Can an employee sexually harass an employer? 
Further, does such legislation infringe on a person's right to make 
thoughtful decisions about his or her feelings? Were these laws 
designed with the realization that they not only provided protection 
but that they also forbade natural human response to affection? 
How democratic can a classroom really be? Especially in the 
college classroom, these questions are practical and essential. 
Thus critical pedagogy, by way of psychoanalysis or classical 
model, theoretically and pragmatically, must consciously 
investigate the role of love· in learning. 
In 1982, Yale French Studies published a special issue on 
teaching as a genre. This c~llection of densely theoretical essays 
spawned many reactionary writings; scholars are still responding 
with outrage at Paul de Man's remark that "analogies between 
teaching and various aspects of show business or guidance 
counseling are more often than not excuses for having abdicated the 
task" (3). Scholarship and theory are by definition not pragmatic 
concerns, he insisted. The greatest objection to de Man's critique 
comes from teachers in the margins--gay teachers, ethnic 
' 
teachers, feminist teachers--who have worked to make themselves 
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seen in educational systems for the benefit of students who might 
come to school seeking more than book knowledge. The entire 
special · issue is quite theoretical; there is barely any mention of 
actual teaching but it certainly has given theorists and teachers 
more to chew in addition to Freire, and has set up a kind of 
pedagogical rivalry between teachers and theorists. Theories of 
lack and desire, narrative and psychoanalysis were invoked, and 
there were many references to Socratic education. One essay that 
came close to reifying teaching was Ungar's "The Professor of 
Desire," which looks to Barthes' comments on teaching to infer that 
teaching is necessarily intimate and physical, and that Barthes saw 
"the seminar space as a privileged site where Eros and knowledge 
converge" (81 ). Ungar goes on to explain that even the most dense 
theories concerning desire and the body can be applied to the 
classroom in order to show how one seeks knowledge and what kind 
of knowledge one seeks. Ungar does not get personal in his 
discussion but he does say that "a teacher who confesses or 
professes desire can no longer be scandalous except to those who 
still believe that the so-called life of the mind has nothing to do 
with the rest of the body" (82). Where was Steve Ungar when Jane 
Gallop needed him? Her proposed conference on "Sex and Teaching" 
was unsupported until she changed the title to "Teaching and the 
Personal." Most theorists and teachers who readily embrace 
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pedagogy of the body are those who wish to denounce the mind-body 
dualistic. 
Of the teachers who have publicly considered t~e subject and 
acknowledged the erotic element of teaching, few propose an 
ethical, sensitive response. Many, however, offer insight into why 
the educational experience is a seductive one. John Rouse points 
out that a teacher may need to seduce the student into a 
relationship with study, and that as teachers "we reach out first, 
give our students a poem perhaps, inviting their response" ( 5 3 5). 
At this point, it is up to the student to direct the experience by his 
or her response, and that these alternating responses or "gifts" 
express the student's and teacher's commitment to each other. 
This may be rather idealistic; this model does not provide for the 
consequences of such a relationship or the teacher's responsibility. 
Robert Wexelblatt calls this erotically charged exchange a "form of 
courtship," pointing out that a semester is about the same length 
as an affair ( 1 2-1 3). He also relates discussing a student with a 
colleague who exclaimed "I want to rape her mind!" The courtship 
model is quite realistic, but still offers no insight as to how 
students feel in these cases. 
Jane Tompkins refers to the "performance model" but still 
focuses only on the teacher's feelings, adding a wrench of irony in 
saying that "we are still performing for the teachers who taught 
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us" (655). Tompkins' discussion on the performance of teaching 
leads her to confess that "teaching was exactly like sex for me," 
but she speaks in defense of teachers, giving no consideration to 
the feelings of the student. Gallop and hooks brag in retrospect 
about seducing their teachers while they were students; few are 
willing to seriously and sensitively consider the erotic urges of the 
student in a pedagogical situation. In many cases, student 
"crushes" on a teacher stem from the excitement of learning and 
the belief that this pleasure is a kind of courtship gift from the 
teacher. Praise for good work can provoke feelings of pleasure and 
pride, and in most educational settings the student is likely to 
attribute all of these good feelings to the teacher rather than to 
himself or herself. As the object of the not only sanctioned but 
commanded gaze, the teacher is in the student's direct focus as 
pleasures and epiphanies occur. Another common situation is that a 
student with self-identity problems will valorize the object--the 
teacher--as a model. When the self-identity need involves 
sexuality, the student quite often "falls in love" with the teacher 
as an indirect wa¥_ of embracing the long-denied identity. The 
teacher's response to a student's feelings is critically important, 
but there is very little guidance for this aspect of teaching. 
Of course there are cases where the student or teacher 
simply feel sexual desire for each other that may or may not be 
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related to learning-desire or power-desire. Plain, old-fashioned 
sexism is not uncommon, as a teacher recently explained that 
the campus is seen as one step above the bar circuit . . . 
I was 'hit on' . . . about twice a month . . . one well-
heeled, divorced older student showed up with a 
contract in which she promised to provide me with 
$30,000 a year, plus room and board, in return for sex. 
(This is absolutely true; I'm not exaggerating.) 
Mr. Pichaske also believes that many women sign up for 
courses at universities as a way "to meet eligible men, not 
excluding her professor" (B 1 ). Some teachers secretly indulge in 
the pleasure of erotic attention, while others see it as their 
professional duty to shut down that energy or ignore it altogether. 
I recently participated in a teacher discussion group in which a 
teacher brought up a problem-.-a student, after the end of the 
semester, had sent her flowers. She wondered whether or not to 
respond to the gesture, and if she did respond, should she point out 
that it was not appropriate. While I began to urge her to respond 
and to consider the gift a precious but platonic gesture unless or 
" 
until it proved otherwise, I silenced myself as I realized that I was 
the only teacher in the meeting who was advocating this approach. 
Every other teacher, in a meeting of about a dozen, insisted that 
she ignore the gesture completely, in order not to jeopardize her 
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professional standards or her job. To me, response to a gift is 
common courtesy but apparently it has become a political move. 
Other teachers may idealize, speaking passiona~ely about 
"orgasms for the mind" or advocating Eros as the new god of the 
academy, as Mary Doll does in "Teaching as an Erotic Art": "Eros in 
the classroom would welcome the principles of the evolving 
Feminine: paradox, fluidity, sojourn, and body" ( 49). All of these 
positions need to be explored, hopefully for the benefit of the 
student. But with so many political and theoretical agendas it is 
difficult to know where the needs of the student are considered and 
what is to be done with their passions. 
Students may benefit from the physicality of the teacher's 
body because it gives them a surface on which they may test their 
beliefs. Most feminist teachers are wary of invoking the primality 
of the body, and this is certainly the issue over which most 
feminists butt heads. While there are many excellent books and 
articles devoted to feminist teaching, and these studies sometimes 
touch on sensuality or the "personal" in teaching, very few articles 
focus solely on the effect of the teacher's body. Elizabeth Grosz 
groups feminist attitudes towards the body as egalitarian, 
constructionalist, and somewhat essentialist as she works to 
define a "corporeal feminism." One problem with developing an 
outline of this type of feminism is that disregarding mind-body 
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dualism changes the very meaning and intent of philosophy or 
theory. Grosz suggests that feminists resist binary readings of 
the body, especially in terms of gender, and look at tne body as a 
link between the inside world and the outside world. 
Intentionally or not, the teacher's body demonstrates a 
model of connection between the interior and the' exterior through 
sight, sound, and touch or gesture. Feminist teachers must 
consciously investigate this idea because women have still not 
been able to rid their sex of the discrimination assigned to women 
in the traditional dichotomous reading of the human body in 
Western culture: 
this bifurcation of being is not simply a neutral division 
. . . dichotomous thinking necessarily hierarchizes and 
ranks the two polarized terms so that one becomes the 
privileged term and the other its suppressed, 
subordinated, negative counterpart. (3) 
The subordinated term is simply the absence of the other ( Grosz 
cites Lacan here) so the body is merely "what is not mind." Armed 
with information about this historical discrimination, women 
teachers are tentatively acknowledging the body in the classroom: 
do we not wish to heal patriarchy's vicious mind-body 
split, or at least not reinforce it? In an ideal society no 
such arbitrary distinction need be made . . . however, the 
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classrooms in which we teach are not ideal. They are 
pointedly hierarchical. (Gurka 26) 
Because feminist·· teachers try to ignore the hierarchy, feminist-
oriented classrooms are fraught·· with confusion and mistakes. 
Gurko believes that feminist teachers who try to deny this aspect 
of teaching 
do their students a disservice. Many students are 
mislead into thinking the teacher more accessible than 
in truth she can be and are rightfully resentful when the 
teacher withdraws her personal attentions or finally 
'pulls rank' in some way, tarnishing the intimacy that 
may have developed. (27) 
Dale Bauer, writing on "Teachers in the Movies," also 
professes that the culture, if not the teacher, presents the student 
with a false impression of how teachers should act and what 
teachers can do for them. She refers to the filmic depiction of 
teachers as heroes who win students over with their passion and 
. save them from certain death or lives of meaninglessness. Bauer is 
concerned with seductive drama with no content and Gurka is 
suggesting teachers not push onto students a personal, nurturing 
posture which they ultimately cannot fulfill to the students' 
satisfaction. 
The current interest in desire and pedagogy is not all about 
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sex. It is about the desire teachers have always had to offer their 
passion to another. It is about the searching element of growing up · 
and the seduction of looking to someone who seems to know how. 
The contemporary problem is not only the rise in attention to power 
displays but the fast-moving, flashy world outside the classroom, 
where sex, drugs, music and money matter. PeQple want to be 
either satiated or on a high, not in between. The erotics of 
pedagogy have always been present, but now they may be crucial for 
competition with the quick fix. Desensitized bodies demand more 
stimulation and life in the fast lane leaves no time for thought and 
intimacy: 
touch is avoided, and sound is muted in the corridors of 
the nation's schools. And when touch and sound do 
appear, they come banging on the door, demanding to be 
let in, pounding with anger, flailing with violence. 
( Grumet 1 09) 
Teachers must make contact through the senses and learn to 
deal with the repercussions that action provokes. The demand 
for sensation and instant gratification must be met or 
knowledge will have no direction and students will blame 
their teachers, especially those who seem to offer more than 
they can deliver. Touch, sound, and spectacle are particularly 
effective in leading learners back to their original stimuli, 
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desire and love. 
Fortunately, there are not only histories, law, and theory to 
look to for answers but there are true and fictional accounts of 
students and teachers in love. Winesburg, Ohio provides some of the 
most intimate scenes in literature of desire between teacher and 
student. Furthermore, these scenes are more realistic and common 
than Sadean orgies and more significant than boarding school 
giggles. Anderson's depictions of students and teachers loving or 
learning together remind me of the intensity of my own educational 
experiences, marked not by each grade or passing year but by each 
hug, each epiphany, each fantasy, and each dark, soulful night of 
longing and thinking. Before ·reading Anderson's work, I thought I 
was "the only one" who knew of these fe~lings. 
Because of Anderson's emphasis on communication and 
miscommunication through the body, ped~gogy dealing with the body 
is most useful in reexamining Winesburg, Ohio. While all the 
characters in Winesburg, Ohio use their bodies for self-expression, 
the stories of teachers and students make the most impact on the 
reader. It is curious that in a town as small as Winesburg, two of 
the major townspeople are teachers, and yet, they have never been 
studied as such. Most scholarship on Winesburg, Ohio directs 
readers to Anderson's dissatisfaction with modern life and the 
machine, as well as the isolation of the individual, and sexual 
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repression. I intend to demonstrate that Anderson is more 
concerned with the limits of language. When characters do speak, 
they cannot say what they mean; their words are singular and 
distorted. More often than not, the villagers of Winesburg rely on 
touch to send their message. The students and teachers in 
Winesburg seem most conscious of the community's collective 
affliction. Words spoken, stories told, seem twisted and macabre, 
though the kernel of truth within the tale is often quite poignant 
and always very human.1 7 
In singling out the body as both the topic of my treatment and 
as the site of fundamental instruction I must move between the 
major critical camps. In Freudianism and the Literary Mind 
Hoffman says that "for Anderson's villagers the body is 
fundamentally the medium of expression; no force can effectively 
silence the body without making it ugly" (245 ). On the other hand, 
Winesburg, Ohio takes place during the American industrial 
revolution, when bodies are ~ecoming less significant; in Marxist 
terms, one might say there is a surplus of flesh and physical 
energy. In the isolated, disembodied world of a Midwestern town in 
early twentieth century America, that surplus energy must be 
accounted for; it doesn't simply go away. Relationships are 
intensified, often quiet yet seething. In Anderson's world of 
wounded loners, there is an element of seduction in most 
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relationships-the erotic tension of how much to give and what to 
give back, a lack of the words to say it, and always the unsurpassed 
joy when something works; if only for a moment. In terms of 
contemporary pedagogical relationships, the current educational 
system is also groping for ways to satisfy the rustling energy, the 
raw passion and pain students are bringing to the classroom. I 
offer my limited understanding as a student forever in love with my 
teachers, and as a teacher having walked among my pupils, 
responding immediately and personally to their work, transmitting 
through my body provocative and tender affirmations, and hoping 
that I will succeed in seducing my students in order to turn their 
gaze back to themselves. 
32 
Dr. Kable's Pocket 
Dr. Kable has a message to deliver. As a mathematician, 
his world is filled with signs, symbols, and codes to be 
deciphered. To the students, it seems there is a mysterious 
answer that only the doctor holds. There is. It is hiding in 
his pocket. As Dr. Kable writes functions and solutions on the 
chalkboard with one hand, the other hand is cautiously 
guarded and confined to his pocket. If Dr. Kable lets his hand 
out of his pocket he might burst into flame. 
Sometimes in his attempt to make a point or to clarify 
his solution his empty hand will. slip out of his pocket and 
flutter from sign to sign. His small hips thrust forward a bit 
as he leans back to review his work--one hand on hip and one 
hand falsely propping up his c~eek. When asked a question he 
will peer deeply into the chalkboard, perhaps crossing his 
arms and placing a finger over his lips as he thinks. He may 
make a small fist, hold it to his mouth, and pace back and 
forth. The dissatisfied look on his face means he is trying to 
come up with another way of putting it. Just before the 
problem becomes utterly clear to the students, Dr. Kable 
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remembers. He stops abruptly, straightens his torso and 
wrist, and thrusts his left hand back into his pocket. As if 
nailed down he becomes still and rigid; he is unsympathetic 
and unyielding in carrying out his lecture. Only the brightest 
students can keep up with him; only the most advanced 
understand the lesson. Hiding his impatience he begins again, 
his voice steady and smooth, his body as straight and still as 
the crisply ironed shirts hanging in his closet. 
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CHAPTER 3 
WING'S BODY: TOUCHING AND TEACHING 
Wing Biddlebaum left Pennsylvania amidst accusations of 
homosexuality and after a pitiable lynching. There are several 
critical debates over the actual nature of Wing's sexuality--some 
say he was a homosexual but not a child molester; others say the 
entire accusation was false; one critic calls Wing a pederast. 1 8 
Wing himself is confused about the incident; he has learned only 
that his hands are bad. He is less than whole from restraining his 
body and he is floundering in his attempts to express himself 
without the use of his hands. He has essentially separated his body 
from his intellect. His spirit and his capacity for teaching suffer 
greatly from this separation. At one time his hands were the voice 
of his mind--his values and ideas--but since escapinij to Winesburg 
his hands are only available for utilitarian acts such as berry-
picking or feeding himself. In Winesburg, Wing finds freedom from 
the history of his hands but is castigated by his own memory of his 
tragedy and is bereaved by his inability to express himself ever 
again. In this sense he fits in well with the other inhabitants of 
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Winesburg, who, for various and often mysterious reasons, 
demonstrate a similar ineptitude. 
Carol Maresca notes that there is very little c;Jialogue in 
Winesburg, Ohio (279). Readers and critics alike can_ learn more 
about the people of Winesburg by observing their gestures than by 
listening to conversations. Most conversations are hesitant, 
incomplete, often nonsensical, and are punctuated by angry hitting 
and pounding or confused groping and flailing. Even loving touches, 
such as those between Seth and Helen, do not flow smoothly. 
During their walk together Helen puts her hand into Seth's hand, but 
he grows uncomfortable and thrusts "his hands into his trouser 
pockets" (140). Soon following, "a wave of sentiment swept over 
Helen. Putting her hand upon Seth's shoulder, she started to draw 
his face down toward her own upturned face" but changes her mind: 
" 'I think I'd better be going along,' she said, letting her hand fall 
heavily to her side" (142). Almost every story in Winesburg, Ohio 
contains an awkward or thwarted gesture. In fact, the entire book 
can be read as a story of a community for whom words have failed. 
As a last resort, some turn to the physical, literally groping for 
words or hoping that, for once, their touch will be understood. A 
few have given up on communication entirely, but most still try to 
reach out, though futilely, and many look to George Willard as a man 
who will become a great writer and who will explain their lives 
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with words they never knew existed. The villagers come to George 
with their bodies boiling and bursting with passions and ideas, 
with a vague sense that he can put everything down on paper in a 
way that makes meaning. The talk in Wines~urg is not dialogue, 
rather, a series of monologues spoken by suffering people, and 
presented to George Willard. 
One difference between Wing Biddlebaum and the other 
townspeople is that Wing is too frightened and humiliated to even 
approach George. Most members of the community seek out George. 
Kate Swift reaches out to George to teach him about life, with her 
words and her body; Tom Foster gets drunk and confides in George· 
about his fantasies; Elmer Cowley calls for George to meet him at 
the depot where he tries to explain something but instead ends up 
beating George "half unconscious." Wing, on the other hand, merely 
walks nervously on his veranda, "hoping" George will come by. At 
one point he walks through the field of mustard weed and looks 
anxiously over the fence and down the road for George, but he 
becomes frightened and runs back to his porch (28). Though George 
has befriended Wir1g, he does not turn up on the afternoon of the 
story "Hands," and the reader is left seeing the pitiable shell of the 
lonesome Wing, suffering in the absence of George. 
Anderson's decision to place "Hands" at the beginning of the 
body of the stories is significant in many ways. This story alerts 
37 
readers to an important theme to be developed--that the majority 
of the townspeople desperately depend on George for some type of 
emotional fulfillm:ent. "Hands" is also important because it was, 
by most accounts, Anderson's favorite of his own stories. 19 
Though accounts of the writing of this story vary widely, most 
renditions reveal that Anderson finally felt he had written a really 
important story with "Hands." Studies of the composition of 
''Hands" suggest that it was revised to downplay the homosexual 
aspects of the st~ry. 20 Though a solid homosexual or pederastic 
reading of Wing has yet to be written, White's article "Socrates in 
Winesburg" and recent studies in critical pedagogy give critics a 
legitimate angle from which to view Wing Biddlebaum as a 
homosexual teacher. Most homosexual readings of the story rely 
heavily on the similarities between Wing and Socrates. Though my 
work deals primarily with Wing as a teacher who once taught 
through touch and who has now abandoned the sensuality of 
teaching, the Socratic nature -of Wing's story does make a 
comparison fruitfut.21 
Anderson's narration clearly implies a Socratic mood. 
Anderson writes that Wing is lost in a dream where "men lived 
again in a kind of pastoral golden age. Across a green open country 
came clean-limbed young men . . . to gather about the feet of an old 
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man who sat beneath a tree in a tiny garden and who talked to them 
(30). Wing's dream is sensual and free, but the possibility of such 
a setting was ruined for Wing in Pennsylvania by lies and 
homophobia. Wing, who once utilized love and touch in his teaching, 
will never teach again. He is incapable of expressing his thoughts 
and feelings without the medium of touch and has basically 
separated the functions of his mind from those of his body. This 
condition leaves him isolated, fearful, and confused. He never 
understood what caused the lynching in Pennsylvania, only that "the 
hands must be to blame" (33). When he leaves Pennsylvania and 
gives up his identity, he gives up his whole being because of his 
inability to recognize the true nature of his sexuality, which 
informs his method of his teaching. The narrator describes Wing as 
looking twenty-five years older than his actual age of forty. This, 
too, is a sign that the broken man readers meet in "Hands" is not 
the inspired and animated schoolmaster he once was. His false 
identity in Winesburg parallels the lack of identity from which he 
always suffered. 
One major difference between Wing and Socrates that has 
been overlooked by critics who investigate the connections 
between the two teachers is that, though the background of Wing's 
tragedy is similar to the story of Socrates, who was accused of 
corrupting youth, Socrates is known to have been aware of the 
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erotic nature of learning and the function of desire in a pedagogical 
relationship. Wing is not even able to acknowledge his own 
sexuality, let alone the role that his sexuality might play in his 
teaching. When Wing--then Adolph Myers--was a teacher in 
Pennsylvania he was much loved by his students, the narrator of 
Winesburg, Ohio recounts. He touched his boys lovingly and 
frequently in a way that was intended "to carry a dream into the 
young minds" (31 ). As with Socrates, these relationships extended 
outside the classroom; often Adolph Myers walked with the boys in 
the evening, as he later does with George, or sat talking with them 
on the schoolhouse steps until dusk. As Mr. Myers talked and 
taught, "here and there went his hands, caressing the shoulders of 
the boys, playing about the tousled heads . . . his voice became soft 
and musical. There was a caress in that also" (31 ). 
Such a teaching style involves a desire on the teacher's part 
to mold and guide and nurture youth literally through touch. 
Contemporary critics and educators must address the issue of 
sexual harassment, but for Socrates, the issue was more a question 
of teaching method. There is a valid tradition in education of 
reaching toward beauty and knowledge from the prompt of Eros.22 
Distinctions are made in critical pedagogy between using desire as 
a natural impetus and acting on that desire with the idea that 
knowledge can be transmitted best with the inclusion of a physical 
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element. Either position can be extended to embrace the notion of 
inserting· knowledge into a student's body or mind--to ''socratize" 
the student. Socrates acknowledged that love and desire play an 
important part in learning; he encouraged physical contact and 
valorized love between teachers and students. But he had great 
disdain for the method of teaching in which one person transmitted 
knowledge to another, either pedantically or pederastically. It was 
Socrates' desire that a young man improve himself and discover his 
own wisdom without being told What to think. Several documented 
stories present Socrates' opinion on the subject of teaching and 
touching and show that he respected the drive of erotic feeling in 
teacher-student relationships. 23 
Though there is disagreement concerning the extent to 
which Socrates employed erotic love in his teaching, by most 
accounts, Socrates at least allowed students who were in love with 
him to touch him and hold him. Alcibiades spent the night under 
Socrates' cloak embracing him, but "nothing more happened" 
(Kaplan 228-29) .. Another young man, Aristides, professed to 
learning best when he could be near Socrates: . "the greatest 
progress of all I made when I actually sat next to you and could 
touch you" (Guthrie 80). In Plato's Symposium, Agathon begs to 
recline by Socrates so he may touch him and thereby benefit from 
Socrates' wisdom. To this request Socrates moved to be near 
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Agathon but replied, "how I wish . . . that wisdom could be infused 
by touch" (Kaplan 170). Socrates continues, and makes use of the 
analogy of filling an emptier man with the substance of the fuller 
man. He speaks of this concept as if it were a pleasant fantasy, 
with the realization that gaining true knowledge is not so simple. 
Though according to Anderson's story Wing has not had sex 
with any of his students, he does seem to believe in the pedagogical 
fantasy that he can fill the young, empty boys with his thoughts and 
ideas. Socrates encouraged intimacy in student-teacher 
relationships, but rebuked the notion, that one person could instill 
knowledge in another. In Plato's Apology, Socrates denies that he 
ever taught anyone anything (28). This belief is reinforced by 
Aristides, an enamored student who says to Socrates: "I never 
learned a single . thing from you, as you know yourself; but 
whenever I was with you I improved" (Guthrie 80). Teloh's study of 
Socratic education holds to the thesis that Socrates did not wish to 
force his beliefs upon any young man; rather, his goals were to 
"instill the desire to seek truth" and to "give one a method by 
which truth may be sought" (152). He worked only with young men 
whom he felt were able to discover their own truths, and he worked 
comfortably and intimately with these young men. His companions 
often commented upon Socrates' admirable restraint, in drink and 
in other pleasures of the flesh. However, it is also clear from 
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Socrates' own revelations that he was "by nature a lover" and that 
he had a difficult time resisting the "youthful beauty" of the young 
men under his tutelage. What Guthrie describes as the "most 
outspoken passage" is Socrates' proposal to test the spirit and 
intellect of the beautiful young Charmides by engaging him in 
conversation: 
my former confidence that I could make conversation 
with him was all knocked out of me . . . he turned his 
eyes on me with an indescribable look and made as if to 
question me . . . I caught a glimpse inside his clothes and 
was aflame. I was no longer master of myself. (7 4) 
This acknowledgement of pedagogical passion is part of the 
"pastoral golden age" for which Wing pines. But Wing is unaware 
of his homoerotic relationships with his students and is therefore 
unable to channel Eros consciously and responsibly. The dreams he 
wishes to instill in the boys' minds are his own dreams, both 
intellectual and erotic; these ideas seep into his teaching. Though 
he is gentle and unthreatening to the boys, his lack of power over 
his longing is conveyed through his teaching. His fluttering hands 
and his gentle demeanor give him away. Anderson's narrator tells 
the reader that Wing is the kind of man whose love for boys is "not 
unlike the finer sort of women in their love of men" (31 ). 
Ray Lewis White insists that the reader must take only the 
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evidence Anderson presents, and that "Wing Biddlebaum is so 
innocent that he has never comprehended and can never comprehend 
the nature of the accusation against him" (Exploration 57). 
However, it is precisely Wing's innocence that prevents Wing from 
being the outstanding teacher he could be. He does not understand 
the accusation, so he does not have a way to defend himself. 
Anderson presents the story of the parents' homophobia with deep 
sympathy for Wing. Anderson had met many homosexuals in his 
stay in Chicago and was even propositioned on at least one 
occasion. He reports in his autobiographical works that he held a 
sincere desire to understand homosexuals and that he was always 
concerned with gender identity and gender roles. Anderson 
witnessed the difficult lives of homosexual men and women and has 
spoken with tenderness of his character Wing, saying that he has 
known many men like Wing Biddlebaum. 2~ 
But Wing does not possess any inner guidance over his love 
because he does not understand it. He does not grant special 
attention to boys with truth-seeking potential, but loves and 
caresses all of his students. As he strokes shoulders and runs 
fingers through hair (31 ), he transmits to his students what he 
himself needs to learn. This type of teaching is a kind of self-
therapy through which Wing sublimates the truth about his 
sexuality. One young man perceives Wing's truth and uses it to 
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construct, not a dream, but a fantasy. Wing's use of this method of 
teaching is not necessarily harmful to the students or the teacher. 
But Wing had no authority over his sexuality and therefore no 
respect for its power in regards to teaching. The student's fantasy 
leads to Wing's being beaten and chased out of town by the parents 
of the community. Wing had unconsciously conveyed his 
helplessness to them, too: "hidden, shadowy doubts that had been 
in men's minds concerning Adolph Myers were galvanized into 
beliefs" (32). The last image the reader has of Wing in 
Pennsylvania is that of "the figure that screamed and ran faster 
and faster into the darkness" (33). This is both reminiscent of and 
opposite to Socrates' words in his final confrontation with his 
accusers: uthe difficulty, my friends, is not to avoid death, but to 
avoid unrighteousness; for that runs faster than death" (Kaplan 
36). The men in Pennsylvania "had intended to hang the 
schoolmaster, but something in his figure, so small, white, and 
pitiful, touched their hearts and they let him escape," though they 
still threw sticks and mud at him as he ran (32). Unlike Socrates, 
Wing proves himself not even worthy of a hanging; · he outruns death 
with his unrighteousness. He dare not confront his accusers just as 
he has never faced his sexuality. Wing is not only a failure as a 
teacher but a failure as a man. This is proved again in Winesburg. 
After fleeing Pennsylvania and giving up teaching, 
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Wing engages himself in berry-picking, for which he becomes 
somewhat of a novelty about the town--
Winesburg was proud of the hands of Wing Biddlebaum in 
the same spirit in which it was proud of Banker White's 
new stone house and Wesley Moyer's bay stallion, Tony 
Tip, that had won the two-fifteen trot at the fall races 
in Cleveland. (29) 
But Wing's hands more naturally worked within the realm of 
teaching, when he had ideas and passions to express. His hands are 
so expressive that even as a berry-picker they give him away as 
someone different: "they made more grotesque an already grotesque 
and elusive individuality" (29), and Wing in turn "looked with 
amazement at the quiet inexpressive hands of other men who worked 
beside him in the fields" (29). Wing is aware that his hands are 
different from other men's hands, but he is perplexed as to what the 
difference signifies. He struggles to control and hide his hands, 
using them only in manual work and tasks, but occasionally, when 
George Willard comes to visit him, his hands steal forward. 
Wing recognizes George as a potential student, and depends 
on George to listen to him: "in the presence of George Willard, Wing 
Biddlebaum ..• lost something of his timidity, and his shadowy 
personality ... came forth to look at the world" (28). Wing needs 
the medium of teaching to process his thoughts, to stay human and 
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sane. Living under a pseudonym, berry-picking instead of teaching, 
Wing is not quite functional, but with 
the young reporter at his side . . . the voice that had 
been low and trembling became shrill and loud. The bent 
figure straightened. With a kind of wriggle, like a fish 
returned to the brook by the fisherman, Biddlebaum the 
silent began to talk. (28) 
However, it is really the humanity of the touch that Wing needs in 
order to function. When he speaks to George, it makes him feel 
more comfortable if he pounds his fists upon a table or fence, or 
against the walls of his house (29). By the Socratic standard of 
instilling the desire in a student to seek out knowledge, Wing fails 
miserably, even with George. George had many times wanted to ask 
Wing about his hands. But on one afternoon, when he had been at the 
point of asking, Wing's behav~or prevents him: 
Wing Biddlebaum became wholly inspired. For once he 
forgot about the hands. Slowly they stole forth and lay 
upon George Willard's shoulders. Something new and bold 
came into the voice that talked. (30) 
It is the touching that brings a boldness back to Wing. But his fears 
distort his passion and corrupt his message. He cannot produce the 
desired effect of bringing students to a love of learning. Instead, he 
brings on only a desire to avoid learning: "with a shiver of dread the 
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boy arose ... 'I'll not ask him about his hands,' he thought ... 
'there's something wrong, but I don't want to know what it is"' (31) 
( emphasis added). 
Most critics have looked at Wing's plight as punishment for 
his homosexuality or have studied Wing as a victim and, as such, a 
paradigm of the entire book. But comparing Wing to Socrates 
provides more than an analysis of Wing's sexuality. Readers would 
benefit from looking at Wing's teaching methodology. Wing's 
inability to acknowledge the sensual element of learning 
transforms his teaching style into one of dueling desperation and 
repression. Concerning Wing's younger charges, the reader knows 
only that he touched them gently and frequently and that he was 
very much loved by the pupils. With George, one is able to get an 
up-close view of Wing's actions. When Wing is with George he 
becomes earnest and passion~te: 
his eyes glowed. Again he raised his hands to caress the 
· boy and then a look of horror swept over his face. With 
a convulsive movement of his body, Wing Biddlebaum 
sprang to his feet and thrust his hands into his trousers 
pockets. Tears came to his eyes. ( 30) 
With that he hurries away and leaves George alone, "perplexed and 
frightened" (31 ). Wing's teaching method as observed with George 
does not promote a desire to learn, only an intellectual recoil and a 
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feeling of abandonment. 
According to Guthrie, first contact with Socrates tended to 
leave students with "a depressing sense of helplessn:ess" as 
Socrates caused them to see their own faults (81 ), and many 
students grew angry with Socrates and left him and his teaching in 
what a "psychoanalyst might call a state of negative transference" 
(82). In "Hands" one learns that it was a "half-witted boy" who 
accused Mr. Meyers of sexual provocation and that for the other 
boys the teacher's touch sent "doubt and disbelief" away from their 
minds. Several times the narrator states that it would take "a 
poet" to explain Adolph Meyer's hands--how they moved, how they 
were connected to his teaching and his self-expression. The 
narrator also states that it was an obscure poet in the town of 
Winesburg who gave Wing his nickname, after the image of a 
captured, fluttering bird. In addition to his fluttering hands, Wing 
paces on his veranda like a captive animal. He is nervous and self-
conscious about his hands and he conveys that fear to others. 
Wing's body obviously conveyed to other members of both of the 
communities in which he lived that he was "different." Just as the 
people of Winesburg notice his hands as his distinguishing feature, 
in Pennsylvania the parents of the community focused on his hands: 
"he felt that the hands must be to blame. Again and again the 
fathers of the boys had talked of the hands. 'Keep your hands to 
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yourself,' the saloon keeper had roared, dancing with fury in the 
schoolhouse yard" (33). Wing almost always refers to his hands as 
''the" hands, demonstrating his own disembodiment. ~By not 
accepting his own hands Wing thinks he can not confront what the 
hands signify. Everyone in the story but Wing has some reading of 
his hands; he is a bird, a beast, a woman, a homosexual, a novelty. 
In the context of the whole work he is a "grotesque." 
Wing is either unwilling or unable to accept the truth of his 
hands and their signification--his homosexuality. Other characters 
see his truth through his body, particularly his hands, and use 
Wing's truth to fulfill their own inadequacy, their own 
misapprehension of truth. In the prologue, "The Book of the 
Grotesque," the narrator explains that in the beginning there . were 
many truths and they were all beautiful. But people began to 
"snatch up" the truths, and "the moment one of the people took one 
of the truths to himself, called it his truth, and tried to live his 
life by it, he became a grotesque and the truth he embraced became 
a falsehood" (24). In Wing's case, it is the fact that someone else 
embraces his truth that creates the grotesque. Because Wing has 
no consciousness of his sexuality, it is left for the reading of 
others; Wing has no chance to see the beauty of his truth for he 
does not see it at all. It is "snatched up" by the student who 
imagines "unspeakable things" in his bed at night and who goes 
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forth and tells his reading of a truth as the truth, distorted with 
"strange, hideous accusations" (32). 
Had Wing been able to acknowledge his own truth and control 
and utilize the erotic nature of his love for boys he might have 
opened their minds to more than mere fantasy but to real, beautiful 
dreams and ideas. Further, as an embodied role model, Wing could 
have provided valuable insight and comfort for young students who 
might be homosexual. The poetic nature of his hands, his passion 
for life and for teaching, and his homosexuality could have modeled 
self-awareness and self-respect. Karamcheti, Jay ("Taking"), and 
Litvak all provide excellent examples of "reading" the body of the · 
teacher; Litvak puns with the word educate as outing. If the 
teacher's body is the focal point of the gaze it is hopefully a 
positive display. Wing's body displayed fear, and even in 
contemporary educational settings, this is a common occurrence. 
Jane Tompkins explains that her modeling in the classroom is 
driven by fear: "my own fear •.• must transmit itself to my 
students, and insofar as I was afraid to be exposed, they too would 
be afraid" {654). ,Besner and Spungin argue for more support for 
gay students and for gay visibility, and Daphne Patai explains that 
traditionally marginalized groups must choose between invisibility 
or what the dominant group deems "excessive" visibility. Because 
some bodies and behaviors display "otherness," they are considered 
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offensive to the majority. The classroom is the place most 
conducive to dispelling that atmosphere; unfortunately, few 
teachers or students are willing to take the risk. 
In Winesburg, most, if not all, of the people are unwilling to 
see the beauty of their own truths. This not only makes them 
grotesques, but gives them an ugly, disparate view of the world. 
Before Wing had the life beaten out of him, his body soared with a 
beautiful truth. He is not destroyed as a victim of false accusation 
and he is not destroyed as punishment for a crime. He is destroyed 
by loneliness because he has no words with which to explain 
himself. He shrivels and kneels and eats crumbs with his hands, 
still hungering "for the presence of the boy" (33), because he 
believes he needs the body of another to express his "love of man." 
Because he does not trust his own body to convey that love, he 
leaves himself vulnerable to others' interpretation of his body. A 
teacher's body is always exposed as the center of attention in a 
classroom. No matter how the teacher moves, gestures, dresses, he 
or she is always a model of physicality or sexuality to the 
students. A teach.er's body keeps the attention of the student and 
conveys a message. In Wing's case, the message conveyed was one 
of love, but also the tension of repression. A dubious teaching 
method in the case of one so blind to the power of his sexuality, 
Wing's caresses carry tidings of fear and anger back to him, and he 
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never realizes why. 
In all the comparisons of Wing and Socrates, homosexuality 
is the focus rather than teaching. Ironically, Socrates' own 
disclaimer concerning instilling knowledge in others is 
questionable. The Socratic teaching model involves intense, one-
to-one mentoring as well as the system known as Socratic 
dialogue, which is really only a series of leading questions to 
which the answer is usually, "Yes, Socrates," until the student 
finally, and apparently on his own, comes to a moment of insight; 
that is, he comes to see the matter from Socrates' view. It can be 
argued that this teaching method is no more student-oriented than 
outright proselytizing. Socrates and Wing Biddlebaum may have 
more in common than simply a love for young boys. They both seem 
to need the mind and body of another to feel self-worth as teachers 
and to feel that their dreams and beliefs constitute truth. 
Wing and Socrates, like many teachers, wish that their 
carefully considered ideas can be passed down from one man to 
another. This is a part of the counter-transference in a pedagogical 
relationship. Both student and teacher possess desires which they 
hope to have met. Often, teachers long for a word or a visit from a 
certain student with whom they wish to make essential contact. 
Sometimes a student will approach a teacher in a way that the 
teacher does not welcome; sometimes students touch teachers. 
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Touching is a powerful teaching tool that must be used carefully. 
Some students need and want to be touched and consider it an 
integral part of their learning process while other students recoil 
from touching. The response probably depends less on the student's 
feelings for the teacher and more on the student's past experience 
with learning. The teacher should watch the student as closely as 
the student watches the teacher, and learn to read these messages. 
When students and teachers can really communicate with one 
another, they will usually find a balance that allows both persons' 
needs to be met. In any case, the student is always watching the 
teacher and even without the use of touch is always learning from 
the teacher's body how to live. 
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Would Linda Leavell Wear This? 
It was MLA season and Sharon and I went clothes shopping 
together. There were so many things to consider as we looked for 
"professional" clothing. Besides cost and flexibility, there were 
color codes, static, style, and comfort. We had individual needs and 
preferences but we agreed that the first and final point of criteria 
was an answer to the question "would Linda Leavell wear this?" 
This factor was understood immediately and mutually, without any 
doubt. Dr. Leavell was not just a model; her clothing and carriage 
meant something that we, as young, professional women and as 
students, could understand. Nearly blinded by polyester ties and 
tweed jackets, we could look at Dr. Leavell and see compromise, 
cotton, and compassion, which gave us hope and empowerment as 
professionals. As students, w~ got through graduate school 
relatively intact by looking at Dr. Leavell's gestures, colors, 
fabrics, and natural demeanor for reassurance and guidance. When 
she taught us in class, her manner was inviting yet presenting 
clearly marked boundaries. Her voice was simultaneously soothing 
and provoking. Her hands were as graceful and as disciplined as 
those of a pianist. We watched her with delight, but also with 
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attentiveness in order to learn what the body of a teacher could be. 
we· learned style and statement, but most of all we learned 
choice. A teacher chooses her or his message. Being comfortable in 
one's body is the most significant statement, but there are more 
subtle messages as well. Solids convey authority. There is 
sensitive compassion in lavender. A teacher can be eroticized and 
still taken seriously. A teacher can nurture to empower, not to 
smother. Shoplifters will be prosecuted. Enroll in one of Dr. 
Leavell's classes and own yourself . 
. Sharon holds a skirt up against the front of her jeans. "Would 
Linda Leavell wear this? With tights and maybe a red sweater?" 
"Hmmm, what kind of sweater?" "A cardigan, over a cotton knit." 
"Yes, she might wear that," I answer pensively. By the end of the 
day we have maxed out our credit cards and are exhausted from fits 
of shrieking laughter as we have held up outrageous articles of 
clothing that Linda Leavell would never, ever wear. We leave the 
mall to find our car and discover that the first snow of the season 
is falling. We scrape ice off the windows. Our cheeks and fingers 
are bright red with winter and we drive home with our trunk full of 
our "Linda Leavell clothes," ready for the conference, ready for the 
cold. 
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CHAPTER 4 
KATE'S BODY: THE PEDAGOGY OF THE UNDRESSED 
I can say nothing truthful about Kate Swift. Anderson's best 
attempt to describe her was in saying "she was a teacher but she 
was also a woman" (164-65). Kate Swift is the thing that is 
missing; she is a symbol for what no one can quite grasp. She is 
the nagging vacancy at the center of each near-epiphany; the vision 
of the drunken stranger who tells a five-year-old "be brave enough 
to dare to be loved. Be something more than man or woman" 
(145).25 The stranger calls it "Tandy"; the Reverend calls it 
"God." George first misses it completely, but later realizes what 
Kate had to say to him though he is still unable to name it. 
Anderson places his inarticulate characters in the most 
central roles of his stories. Biographers and critics never fail to 
point out Anderson's personal war with words. He wanted to write, 
yet felt he must make some kind of living from writing, so he 
. turned to advertisement, writing sales' pitches. Consequently, 
"Anderson came to associate words themselves with lies"; he 
often felt that words "could be used for no other purpose" (Ward 
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36). Thus the reader may assume that when George is unable to say 
what he has missed from Kate's message, this is a positive sign. 
George will likely discard words, as Kate has told him to, and will 
learn to feel, and to be able to know what people are thinking, not 
what they are saying. This resort to silence or to physical 
explosions is viewed frequently as one surveys the interactions 
among characters in Winesburg. The "untold lie" is what Anderson 
tries to portray with the character Kate. 
There are very few studies of the female characters in 
Winesburg in spite of the centrality of both the mother figure 
(Elizabeth) and the teacher figure.26 It is likely a point of 
embarrassment to scholars that Anderson's depictions of women 
are so idealized or even sexist, Kate being the "tiny goddess on a 
pedestal." Anderson has definite "types" of women--"loose," 
"frigid," "desperate," "dependent"--generally unfulfilled. He also 
does tend to idealize women, in his personal life as well as in his 
fiction. However, 1 propose t~at he innocently believes women 
know something which he can never know. By contemporary 
standards this naivete is difficult to defend. In 1968, citing only 
male references, Chris Browning lauds Anderson's uplifting of 
Woman as the Creative Eros. By 1987, Judith Arcana speaks of the 
"curse" of "pedestalization" and of the image of the woman as an 
endlessly full vessel from which man may drink and sustain 
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himself. Most essays on Anderson and women focus on the 
connections between his female characters and his female 
companions in real life. Marilyn Judith Atlas says that "by 
exploring the lives of the women in Winesburg we explore the 
biases of a period ... and an author" (264-65). 
Though most critics have tossed Kate onto the pile of 
rejects--the "grotesques"--who are incapable of reaching their 
potential, it is important to note that Anderson's ineptitude at 
expressing the truth is the poignancy of his task. He reveals this 
inadequacy with the story "Tandy," when the drunkard passing time 
in Winesburg tells Tom Hard's young daughter to "be something 
more than man or woman" (145). The character also chides during 
his drunken rambling that "they think it's easy to be a woman, to be 
loved, but I know better" (145). These wisest words concerning 
gender roles are· spoken by a drunkard to a child who is too young to 
understand his vision. This situation underscores my contention 
that it is the theme of inexpressibility that motivates Anderson's 
story, though he does naively idealize women in the process of his 
work. While seen by most as simply another unfulfilled woman 
along with the many others in Winesburg, Ohio, Kate Swift actually 
has lived a zestful life and has had more opportunities than any 
other woman in Anderson's collection of stories: 
Although no one in Winesburg would have expected it, 
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her life had been very adventurous. It was still 
adventurous . . . the people of the town thought of her as 
a confirmed old maid and because she spoke sharply and 
went her own way thought her lacking in all the human 
feeling that did so much to make and mar their lives. In 
reality she was the most eagerly passionate soul among 
them. (162) 
At the time the reader meets Kate, much of the adventure of her 
life is over but she is still full of passion. Kate has never been 
closely examined as a teacher, which is where her strength lies. 
Perhaps Kate has been out in the world and has come to Winesburg 
to escape from adventure. Still, she has much to give. 
This wise teacher urges George to "stop fooling with words" 
( 1 63 ). When the reader last sees Kate Swift, she is praying, 
naked, and weeping. The following story in Winesburg, Ohio 
suggests that she is desolate over her inability to communicate 
with George Willard. In actuality, Kate has started George thinking 
and she has led more people to insight than is likely in the small 
community of workers and breeders. Many citizens have come to 
George only to find that he has no answers and is completely 
baffled by the townspeople's demands and questions. Kate is the 
comfortably placed schoolteacher who gives little indication that 
there is any kind of excitement about her. George, on the other 
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hand, is the sophomoric writer--the adventurer who will leave 
Winesburg and tell everyone what the world is about. But the 
prompt behind George's act and his greatest inspiration to seek 
truth is his teacher, Kate Swift. Stereotypically, Kate falls into 
several female roles, and the modest, no-nonsense schoolteacher 
behind whom hides a sexual wildcat is the role in which Anderson 
feels the need to place her. Despite Anderson's attempts to define 
her and George's misunderstanding of her desire, in the role of the 
teacher she is at her most successful. She understands and 
controls her sexual desire but readily demonstrates that love and 
learning coexist: Kate's desire "to open the door of life" to George 
was so strong that "it became something physical" ( 164) which is· 
an important lesson to teach. 
When Kate is teaching, her "biting and forbidding" character 
becomes passionate and bea~tiful; the children sit "back in their 
chairs and look at her" (161 ). She "was not known in Winesburg as 
a pretty woman" (160) but when she shares her passion with George 
he becomes "aware of the marked beauty of her features" (164). 
Kate does not touch the children in her classroom who lack the 
maturity to understand what she carries within; instead, she walks 
"up and down in the schoolroom," her "hands clasped behind her 
back." The reader is told she is stern, "yet in an odd way very close 
to her pupils" (161 ). Indeed the youngsters in her care often did not 
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understand her--she sometimes made up stories that confused 
them, and once made a boy laugh so hard that "he became dizzy and 
fell off his seat" (162). After this Kate quickly resumed control of 
the atmosphere of the classroom. 
With young students the teacher's body is gazed upon as a 
mother's body might be. Kate's body must serve as a model of 
seriousness and control in order to teach children attentiveness and 
reserve. Children are schooled in order to be trained in facts, but 
primarily to be taught the difference between public and personal 
behavior. Kate does not touch her students or seduce them into 
learning. Rather, she is a model of restraint and public behavior. 
To look at the teacher's body is an instinctual gaze, going back to· 
the early learning experiences Grumet explains in Bitter Milk when 
a baby and parent look into each other's eyes. Intentionality, 
desire, and "the capacity to .symboUze" are learned through the 
gaze. Touch is retrained in school; the body must surrender in 
order to be educated though the eye may continue to wander. When 
the child is quiet and still, then learning can begin. In the room full 
of children, Kate is clothed and physically inaccessible. She is 
aware of the power of the body to send messages and uses that 
power appropriately. With the voyeuristic Reverend, she is 
powerless, and with George Willard she uses her body's passion in a 
different way. Kate and George are on more equal ground because 
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they are both adults. Kate enjoys speaking with George and allows 
her body to respond with the power of pleasure. 
Outside the classroom, or in a decentered classroom, it is not 
the gaze so much as the touch, the sound, and sensual possibility 
that the teaching body conveys. In my classes I walk through the 
room or sometimes sit with the students. I do not touch my 
students but I do touch their work, stand close beside them or lean 
over them, and I know they are aware of my physical self. When I 
am among my students rather than in front of them, my talk is quite 
different . from my lecture speech. I am, of course, closer to them 
and I am relaxed. I realize that they can smell my body and that 
they are quite responsive to sound or touch. I answer questions 
that they might be hesitant to ask out loud. I comment on their 
work, giving praise and making suggestions. I am more likely to 
give examples from my experience, more likely to laugh, more 
likely to reveal my memory lapses or thinking process. The novelty 
of having the spectacle move among them conveys a physical and 
emotional diversion. 
Teachers' bodies convey messages that alert students to the 
teacher's availability as a guide or confidant, the teacher's attitude 
toward her or his subject, or even toward the confines of the 
environment in which they are teaching and learning. The teacher's 
body naturally becomes objectified as he or she stands in front of 
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the class, presumably with something to profess. This occurs 
whether the teacher is a woman or a man. Anything that is stared 
at constantly, especially with the inclusion of some ~ype of need, 
may become objectified. This object may become eroticized or 
even fetishized. Working from Barthes' and Goffman's theories of 
teaching and lecturing, Arthur W. Frank analyzes the effect of 
image, animation, and nondisclosure in the effectiveness of the 
lecture. The appearance of accessibility makes a teacher a valued 
object, even though the student may never receive what he or she 
wants from the teacher's lecture. While books or video tapes of 
lectures may be more efficient methods of getting information to 
the student, there is a belief that more is gained from a live 
delivery. Actually, it is this belief and the subsequent 
objectification of the embodied teacher that brings out a student's 
awareness of lack. For a variety of reasons, the student comes to 
the classroom expecting to encounter "the subject presumed to 
know," which, Lacan explains, causes desire and, through 
transference, love. 
Frank hopes that this awareness can bring students to a 
position of asking on their own what they want from the teacher. 
Some students want knowledge and, finding that to be a gift freely 
offered by the teacher, are then consumed with love and gratitude. 
Other students do not know what they want; they gaze without a 
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preconceived agenda. The success of the ritual of lecture depends 
on the physical presence of the teacher and the student's desire. 
Frank offers the :experience of his own "perpetual fascination" 
when students come to his office to "see" him: "I ask them what 
questions they have. I gradually realize they have no specific 
questions; they only want, quite literally, to see me ... as if that 
contact could confer something" (29-30). In my experience with 
this encounter, I find that, lacking a way to express or even know 
what they want, students will then resort to asking about their 
grade. Frank suggests that grades and tests are really a "cover" for 
the intangibles of teaching and learning. The interplay of desire 
and ego is the underlying substance. In this psychological drama, 
"the professor has a moral responsibility to help students to move 
on, but not vice versa" (35). Roger Simon makes a similar point, 
that "pedagogy [is] a form of seduction" and that "as a teacher, it 
is important to acknowledge one's eroticization, to realize that 
one's actions matter to students" (Face to Face 99 ). 
Kate takes on this responsibility when she decides to reach 
out to George, a former student. Kate seeks out and touches George 
because "in something he had written as a school boy she thought 
she had recognized the spark of genius and wanted to blow on the 
spark" (162-63). More than once she had met George at his office 
or taken him out for walks during which she tried to talk to him 
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about being a writer. In almost the same words employed with the 
description of George's meetings with Wing, Anderson says Kate 
"tried to bring home" some concept to the "boy" and. earnestly took 
George by the shoulders and "turned him about so that she could 
look into his eyes. A passer-by might have thought them about to 
embrace" ( 1 63 ). In response to Wing's excited gesture and 
accompanying panic, George had become afraid, and had backed away 
from the teacher. Kate grabs George just as passionately but says 
with sensitivity: "I don't want to frighten you, but I would like to 
make you understand" (163). Kate is the more responsible and 
knowledgeable teacher. Wing tries to tell George not to be afraid of 
dreams, though he himself is terrified by them. Kate tries to tell 
George not to be afraid of living, and she has the experience, the 
reader has been told, to know what she is saying. 
Another comparison to Wing exposes the contrast. Kate 
recognizes that her desire to teach George is accompanied by a 
sexual desire. She believes this is a force that can help George if 
. he is mature enough to understand it, which at the time he is not. 
Still, Kate is awar~ of the capacities of passion; "the impulse that 
had driven her out into the snow poured itself out into talk" ( 1 64). 
She is conscious of her feelings and acknowledges them, lightly, 
and hesitantly--"in a moment, if I stay, I'll be wanting to kiss you" 
( 1 64 )--but controls them, first simply then with confusion and 
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disappointment as she sees George is not ready to understand what 
she means. Wing, on the other hand, has no conscious understanding 
of his passions and therefore no ability to acknowledge or decide 
what to do with them. Wing's suppression of his erotic feelings 
toward his students detracts from his teaching~ Tragedy occurs 
when Wing unconsciously conveys this nameless doubt to his 
students. If Wing had accepted his sexuality, he could have chosen 
to use the power of desire to make himself a better teacher. 
Instead, Wing makes his students distrustful, not only of him but of 
their own perception of their learning experience, as might a victim 
of sexual harassment in an academic setting. 
Kate Swift possesses an awareness of Eros and intellect, and 
has the ability to instill in her students the desire to keep seeking, 
even after the teacher and student have parted. She educates in the 
true sense of the word--to lead one out. She leads George out of 
Winesburg and she leads the Reverend Hartman out of spiritual 
despair, not because she transfers her knowledge to them but 
because through her they each create their own truth. These truths 
involve real life and real bodies. The groping in Winesburg becomes 
strong or still for a few moments as it finds something to hold on 
to. 
Kate never learns of the effect she has had on George. She 
knows something of the desire she aroused in him but never sees 
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him mature: "what's the use? It will be ten years before you begin 
to understand what I mean when I talk to you" ( 164 ). In spite of his 
initial immaturity, Kate has blown on the spark in George. She 
inspires him to desire and explore mature love, and to read, think, 
and question. George's sexual response to Kate's passion has 
provoked his drive to know. The reader sees this several times 
after George's fumbling encounter with Kate. He tells Helen, "I've 
been reading books and I've been thinking" (236), likely books that 
Kate frequently brought to his office. Only hours after lying on his 
bed fantasizing about Kate and Helen ( 158), he lay awake until four 
o'clock in the morning thinking, not fantasizing, and trying to 
understand. The arm that had earlier embraced a pillow now 
reached upward and with his hand George groped in the darkness, 
feeling an urgency deeper than his sexual one had been. The desire 
to feel like a man became the desire to know all he still needed to 
learn: "I have missed something. I have missed something Kate 
Swift was trying to tell me" (166). George recognizes that 
whatever he missed he will have to learn for himself. He passes 
the search for this unnameable thing on to Helen, in a speech very 
similar to the one of the drunken man in "Tandy": 
I want you to do something, I don't know what. Perhaps 
it is none of my business. I want you to try to be 
different from other women. You see the point. It's 
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none of my business I tell you. I want you to be a 
beautiful woman. You see what I want. 
(236-37) 
In the cycle of good teaching, Helen, now, must miss what George is 
trying to tell her; she must discover it for herself. Under Wing's 
tutelage a young boy imagi~ed unspeakable things in his bed at 
night. The drunken stranger's pupil wept with desire for knowledge 
and would not be consoled. There was no way of knowing "what 
woman's thoughts" (242) went through Helen's mind, but as for 
George "he slept and in all Winesburg he was the last soul on that 
winter night to go to sleep" (166). 
Kate intuitively reveals enough of herself to aid the 
instruction of each student who is ready to learn. She is a guide 
and not a "socratizer" who insists on placing her knowledge within 
the student's mind or body. She exposes nothing extraordinary as 
she teaches young children, guarding her body and keeping a barrier 
between it and the bodies of the students. She does not touch her 
young students as Wing does, and she does not have to; they sit 
back in their seats and look at her. She is not accountable for the 
Reverend's voyeurism because she is in her apartment, where she 
has a right to undress and unbind her body. She does not invite 
eroticization but she has some sense of its possibility, exhibited in 
the fact that she makes a conscious decision to touch George but 
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not her current students. In fact, Kate does not touch anyone but 
George, though her body, dressed and undressed, is an erotic focal 
point for many who observe it. Kate is full of passion, while some 
teachers are disinterested and therefore not compelling enough to 
instill desire or capture the gaze. 
George had never really looked at Kate until she made the 
move to touch him. When he did look, he found her to be very 
beautiful. Anderson makes it clear that it is the passion of her 
teaching that beautifies Kate, but never suggests that Kate is a 
desperate old maid. She has known passion and she has had 
adventures. It is her intense desire to have George understand life 
that sweeps over her and becomes physical. She touches George 
deliberately, not with Wing's flightiness. It is emotional eagerness 
and a trick of light--"in the lamplight George Willard looked no 
longer a boy, but a man ready to play the part of a man"--(165) that 
causes Kate to become aroused by George. But with the Reverend 
Hartman it is entirely the essence of Kate that teaches and Kate 
herself cannot respond. The Reverend sees Kate's body undressed, 
and lusts for her, but she has not provoked it; she does not even 
know he is looking at her. The Reverend never describes Kate's body 
as beautiful but as a spiritual diversion, as God in the body of a 
woman. In Hartman's case, Kate's body clearly teaches without her 
knowledge. 
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With George, Kate is conscious of what she does with her 
body. But with the Reverend Hartman, Kate's body is a kind of blank 
page upon which the Reverend writes his own text. This is one way 
that mature learning can take place. Kate's body leads the Reverend 
Hartman out of spiritual despair. He creates his own truth from the 
sight of her body, which is sending a message despite her complete 
unawareness. This is the result Frank hopes for, that by the prompt 
of Eros the student can learn what he or she wants. The Reverend 
learns what Kate knows--that sexual desire and intellectual desire 
often come together. He also learns to acknowledge that the truth 
may set him free, even if that truth is something he considers 
sinful. Kate's nude body first incites lust but then leads the 
Reverend to pray. The same thing happens with George; lust is 
followed by a yearning for truth. 
The Reverend becomes more confiqent in himself after seeing 
Kate through her window. He is more aware of temptation and his 
sermons are more charismatic. Even though his lust increases, he 
is happy to find that the Lord delivers him from temptation every 
time, for example, by sending Aunt Swift to the window instead of 
Kate. The Reverend is shocked by Kate's smoking but reminds 
himself that she has lived an adventurous life, having spent time in 
Europe and New York City. This is one way that he begins to have 
more compassion for human imperfection. His own imperfection, 
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that of lust for a woman, is manifested by the tiny hole he makes in 
his window and is symbolized by the spot that is cracked away, the 
heel of the boy looking into the face of Christ--a pagan symbol but 
an apt one--the Reverend's Achilles' heel. He prays: "Please, 
Father, do not forget me. Give me power to go tomorrow and repair 
the hole in the window" (152). When God does not move him to do 
so he decides that God must be testing him with the temptation. As 
he continues to contemplate the test, he decides that he deserves 
to know passion and that he will not be a hypocrite. He considers 
leaving the ministry and seeking women: 
Man . . . has no right to forget that he is an animal . • • I 
will besiege this school teacher ... if I am a creature of 
carnal lusts I will live then for_ my lusts . . • I will see 
this woman and will think the thoughts I have never 
dared to think. ( 1 54) 
This time when the Reverend goes to wait and watch for Kate, she 
appears naked and weeping, and kneels down to pray, looking like 
"the figure of the boy in the presence of the Christ on the leaded 
window" ( 1 5 5). The Reverend smashes the whole window with his 
fist and runs into the street. He goes to George Willard to tell of 
his message from God brought to him in the body of a woman: 
God has appeared to me in the person of Kate Swift, the 
school teacher, kneeling naked on a bed. Do you know 
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Kate Swift? Although she may not be aware of it, she is 
an instrument of God, bearing the message of truth. 
(155) 
Now the Reverend knows that even the naked and carnal pray; that 
he can lust and still serve God. He has also learned not to try to 
patch up a hole but to replace the entire spectacle. He credits God 
through the body of Kate for his insight, but in reality he has 
lea med this truth by and for himself. 
To look at the teacher's body is one way that the desire to 
learn becomes something physical. The Reverend's voyeuristic act 
is not unlike that of a student. The student, or the observer, 
processes many ideas and thinks through many fantasies of which 
the teacher is unaware. Like it or not, the teacher is the student's 
fantasy. The teacher is a vulnerable object, moving, breathing, 
speaking for the class before her; his or her body an object upon 
which students will write their story of a night, a semester, a 
lifetime. A strong and generous person should take this position, 
with an awareness of the power to not only manipulate and suggest, 
but also the humility of being formed and designed--of being part 
of the student's learning material. This projection onto the teacher 
of so many years of developing thoughts and questions often makes 
the teacher become an object of the student's desire. Students can 
learn on their own, but learning through the body of another, 
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through intimacy with another, is much more pleasurable and is 
more likely to be membered many times over. 
Some teachers respond with anxiety to such a situation, 
while others may take it seriously, use it as an ego boost, deny it 
and laugh it off, or redirect the student's desire toward the course 
material. Very often, as the student extracts meaning from the 
teacher's body, the love and desire felt for the teacher are really a 
love for one•s own broadening view of life and the overwhelming 
joy of self-discovery. This aspect of the pedagogical relationship 
can be one of the most cherished and deeply profound events people 
ever experience. On the other hand, people who lack respect and 
admiration for each other or for sex, will take advantage of 
pedagogical energy and enter thoughtless relationships. Some of 
these relationships prove to be solid and everlasting. There are 
many, however, that do not and it is the teacher's responsibility to 
assess the student's maturity and wlnerability, and to divert the 
student's desire with what the thoughtful teacher perceives to be 
the student's need. 
Anderson does not place Kate on a pedestal because she is a 
woman but because she is a teacher. (So was Anderson's mother.) 
Her seductiveness is a manifestation of her ability to educe--to 
lead people out of their delusions toward an understanding of their 
real lives. But a teacher must be able to know when a student is 
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ready for such learning. Wing, also, dreams that he is on a pedestal 
toward which young men come to sit and learn. Wing is afraid of 
that dream. Kate embodies it, and suffers perhaps as much as Wing 
because she never learns of the stories she brings out in people, the 
places to which she leads. Her seduction arouses, empowers, and 
ennobles others, but humiliates Kate: "Do you know Kate Swift?" 
( 1 5 5 ). Do you? She is the teacher who makes herself available at 
her own risk: 
During the afternoon the school teacher had been to see 
Doctor Welling concerning her health. The doctor had 
scolded her and had declared she was in danger of losing 
her hearing. It was foolish for Kate Swift to be abroad 
in the storm, foolish and perhaps dangerous. The woman 
in the streets did not remember the words of the doctor 
and would not have turned back had she remembered. 
(164) 
She was walking through the storm intending to have another talk 
with George Willard. 
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"Except You enthrall me" 
Of course most of us had done our reading. But in Intro 
to Lit, we read without any strain, and, consequently, without 
any understanding. As we stared dully into our books, Dr. 
Fordula wondered with frustration at our lack of insight or 
even interest in what John Donne was pleading for. 
When no one volunteered to utter any impression 
whatsoever, Dr. Fordula tried asking questions. "Who is this 
poem addressed to?" We shifted uncomfortably in our seats. 
Someone had the wits to whisper a single, uncertain syllable. 
It was all she had, so Dr. Fordula pounced on it: "Yes! God!" 
We all exhaled a sigh of relief, assuming things had gone 
far enough, and that we would now be given something to 
write down or a new page number to turn to. But the teacher 
wasn't through with us yet. "What is the poet, the speaker, 
asking God?" We cringed and shifted again; I looked around 
wondering where the Christians were. They should say 
something. "He needs to be saved?" one asked. Finally! Now 
we can go on. 
But the teacher merely looked at us. Then she put down 
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her book, stretched out her slim, silky, bare arms {it was 
summer), let her head fall to one side, and her hands go limp. 
It was at this point that I noticed she wasn't wearing a bra. 
Others must have noticed, too, because many became_ suddenly 
quite attentive. 
Her voice became louder and she maintained the 
crucified (braless) position, offering it to us. She spoke each 
word separately, with great conviction. "He is saying, 'I'm 
not willing . . . so rape me'." We stared, dumbstruck and still, 
and then suddenly there was a massive rustling of paper as we 
all looked back at the poem: "he said that? We must have 
missed something." 
Dr. Fordula relaxed her body and said something like, 
"Let's try this again on Monday." I don't know exactly what 
she said, because I was busy reading. 
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CHAPTER 5 
THE STUDENT BODY: MISSING SOMETHING 
Anderson does not offer a hopeful end to the journey for 
knowledge. Actually, he does not offer an end at all. George does 
not leave Winesburg with an understanding of death or life or love, 
only with some money and a comfortable seat. Something is still 
missing in his life. If anything, he has learned where not to look. 
Characters in Winesburg, Ohio who turn to words or bodies are 
following the misleading lure of wisdom. Neither the written word 
nor the material body can confer wisdom no matter how forcefully 
manifested. The end of the anguish and disillusionment in 
Winesburg, Ohio is the beginning of George's search for meaning. 
From the old writer with "many notions in his head" (22) to the 
young man wanting to be sure not to "appear green," a series of odd 
but provocative encounters chronicles the thwarted hopes and 
missed epiphanies that are. finally, merely "background." And 
while "one looking at him would not have thought him particularly 
sharp" (24 7), George has begun to understand life. He understands 
that there is not all that much to it. 
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While many characters pound and swing at each other due to 
a lack of words, the characters who deliberately seek book 
knowledge are perhaps more helpless; their lives are tragic. 
George gets a se-cond chance ( the Bentleys are not so lucky) after 
he tries to use a human being, Helen, as material for his craft. 
Even after Kate has urged him to live life before he tries to write 
about it, George is still confused; "lust and night and women" 
obscure his vision. George knows there is something missing in 
what people say, even in what he says himself. More than once he 
almost accepts sex as a substitute for understanding. But those 
seeking wisdom through sexual communion also come up empty-
handed. Anderson provides no image of George's sexual initiation 
with Louise Trunnion, and George himself has little to say about it, 
only--"nobody knows." 
Reading Winesburg, Ohio as a bi/dungsroman leaves critics 
battling and baffled, for George's story is one of continuous 
deferral and readers sometimes complain that "nothing happens." 
This impression is partially explained by Edwin Fussell, who says 
that Anderson refuses to "sentimentalize the figure of the writer." 
Instead of presenting George's story, Anderson calls upon a parade 
of characters who each tell their stories to George, rendering the 
story more of a "pageant" than a portrait of the artist (110). 
Pickering claims that Winesburg, Ohio ends "on a despairing note" 
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and is a story parallel to the life of Anderson in which the "threat" 
of lust· and the inability to communicate combine to create the 
somber conclusio:n of a hopeless romantic who "faces backward 
rather than forward" {28) and who will spend his days repeating 
the same stories like the Ancient Mariner. Fussell contends that 
such isolation is the inevitable conclusion of a bildungsroman, and 
that one must come to an acceptance of isolation. 
Many of the characters in Winesburg are not only isolated but 
hiding, or living outside the city--"Tom Foster came to Winesburg 
from Cincinnati" (21 O) with a secret in his family's past. Doctor 
Parcival came from Chicago and before that lived in "a town in 
lowa--or was it in Illinois?" {51 ), hoping to hide his identity but 
still wanting to use his past to get attention from George. Enoch 
Robinson lived "east of Winesburg and two miles beyond the town 
limits" { 167) after having been away in New York for fifteen years. 
The Bentley family came from New York State to buy farmland at a 
low price; "in the spring and through most of th~ winter the 
highways leading into the town of Winesburg were a sea of mud" 
( 64 ). Many of th~ most pathetic incidents of miscommunication 
involve people on the fringes of the community. 
Jesse Bentley was a religious fanatic who went "to school to 
become a scholar and eventually to become a minister of the 
Presbyterian Church" (66). He came to the isolated farm when his 
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brothers had been killed in the war and there was no one else to 
help with the work. He was more suited to formal education than 
farming because he was slight, "womanish of body," and rather odd. 
Jesse and his son-in-law eventually became very successful 
financially, but they caused harm to others along their way. The 
farm work was difficult and Jesse Bentley worked his wife so hard 
that after about a year of marriage she gave birth to a baby and 
died. Jesse had not intended to be unkind to his wife but he was 
too absorbed with himself. He felt he was destined by God for 
something great, and the land gave him a feeling of being an Old 
Testament servant of God. After all his schooling, he saw himself 
set apart from the other men, seeing in them no special mission. 
He cried out to God for a son, but instead he got Louise. 
Louise was also very much a scholar, and fate was not kind to 
her, either. She went to town to live with the Hardy family so that 
she could go to school. Mr. Hardy was very enthusiastic about 
education: "he had made his own way in the world without learning 
got from books, but he was convinced that had he but known books 
things would have gone better with him" (88). Louise was 
constantly studying, and eager "to answer every question put to the 
class by the teacher" (89). She earned only the hatred of the Hardy 
sisters--"I hate books and I hate anyone who likes books" (88) one 
of the girls declared--and a life locked in a loveless marriage. The 
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marriage was the result of a love note she had written when she 
didn't know what love was. Her words were not understood. Her 
plea for love meant sex to John Hardy. After all her efforts toward 
finding happiness .. ;..leaving her father to apply herself to study and 
then asking outright for love when books made her an outcast .. -she 
finds herself in a physical relationship that she does not want. 
Louise wanted to talk with someone who would listen with 
tenderness. She "tried to make her husband understand the vague 
and intangible hunger that had led to the writing of the note" (96) 
but she was never successful at communicating with either her 
body or her words. 
Kate Swift is the only character in Winesburg, Ohio who 
seems to have any insight into the problem of words or sex. She 
picks out George to talk to because she sees in him the potential 
for understanding. Unlike Wing, whose own fear strikes panic in 
the boy, Kate is a bold and daring woman and she pushes George 
towafd real knowledge. Kate is not afraid of her passion and can 
pass it on to George as he straddles the threshold of boyhood and 
manhood. Wing tells George to "shut your ears to the roaring of 
voices" (30) and immediately recoils in horror. In Anderson's 
Memoirs he relates: "they are all talking. There is a roar of 
voices. Of what do they all speak? Of sex" (White 386). 
Kate, on the other hand, offers George books, but strongly 
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advises him that there are other places to look for meaning: "'You 
must not become a mere peddler of words. The thing to learn is to 
know what people are thinking.about, not what they say"' (163). 
Though the townspeople view George as wise and capable he is 
really still a student of life. The ability to know what people are 
thinking is not yet developed in George, and he is instead overcome 
by what people are saying: "What makes you keep saying such 
things? Now you quit it, do you hear?" (219). At other times he 
commands, "Don't stop now. Tell me the rest of it ... Tell me the 
rest of the story" (177). 
George hears secrets, and tales of love and hate. He is 
besieged by people who have lost hold of their dreams; Enoch 
Robinson had hoped to be an artist "but that never turned out." Joe 
Welling feels he was "meant by Nature to be a reporter on a 
newspaper," and comes to George with ideas: 
You carry a little pad of paper in your pocket, don't you? 
I knew you did. Well, you set this down. I thought of it 
the other day. Let's take decay. Now what is decay? 
It's fire •.. You never thought of that? Of course not ... 
the world is on fire. Start your pieces in the paper that 
way. Just say in big letters 'The World Is On Fire.' ( 106) 
The townspeople beli~ve that if they cannot say what they 
mean then George should be able to say it for them. He is a writer; 
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he should have the answers. What else could he be thinking, and 
why does he carry around the little notepad? It must be full of 
answers. Exactly the opposite, like Anderson, George writes only 
the questions. Anderson grieved over the fact that words are lies 
that prevent people from becoming truly intimate with each other. 
In Chicago he met many types of people and longed to understand 
what made people behave the way they did. He was a favorite 
among prostitutes because he listened to their life stories. He was 
touched and amazed by what he saw people willing to do in their 
attempts to fill their void. 
George feels something similar, but does not know what to 
make of it. When George leaves Winesburg, "to meet the adventure 
of life," he begins to think, "but he did not think of anything very 
big or dramatic" (246). When he arrives at the depot, more than a 
dozen people are standing on the platform to send him off, but they 
did not know what to say, only, "Good luck," from a \f\l_Qman who had 
:c;._....:__~_i_ce· 
never paid much attention to him before. His departure in no way 
resembles a heroic ending, just as his life has been rather 
uneventful. He lives through others, most of whom are failures. 
Thurston and Stouck see Winesburg, Ohio as an incomplete or 
tragic initiation because George, as well as the characters for 
whom he speaks, remains stuck in adolescence. Fussell, however, 
maintains that this is exactly the paradox of growing up. The 
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characters who continue to cry and demand understanding never 
grow up. Maturity comes to those who recognize the 
meaninglessness of life and who realize that "love is essentially 
the shared acceptance by two people . . . of their final 
separateness" ( 114 ). This is what George almost learns from Kate 
and Helen; he is missing the realization of his own essence which 
will always be isolated and individual. For this reason, the 
afternoon of "lustful thoughts" about these women seems to me to 
be one of the most significant scenes throughout the entire 
collection of stories. George's autoeroticism is more than a simple 
outlet; it is a significant statement of self. No matter how 
lonesome it seems, it is undeniably an individual moment of truth. 
The townspeople, whether they com~ to George with words or 
hands, fail because they want answers and understanding from 
outside themselves. Wisdom appears to be available through a book 
or a body, but investing one's totality into these external 
attractions leaves one devoid of identity. As readers learn in "The 
Book of the Grotesque," another's truth is a twisted figure in a 
procession of falsehoods. The reader learns of the odd and drastic 
thoughts of the grotesques through George, though very little that 
he hears makes sense to him. And what does George say for 
himself? "Death," he mutters on one soul-searching night. He is 
overcome with desire to say "words without meaning, rolling them 
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over on his tongue and saying them because they were brave words . 
. . night, the sea, fear, loveliness" (185). On this moody night he· 
decides he would feel better if he could be with a woman. 
Readers learn the most about George Willard when he is with 
a woman. George has sex with Louise Trunnion, and he gets some 
kissing and squeezing from Belle Carpenter; in fact, things are 
looking promising until Belle's lover shows up. But it is Kate and 
Helen with whom George has the most intimacy. His mother is far 
too idealized and pitiable for George to make meaning of life with 
her. Both of George's parents, as well as most of the characters in 
Winesburg, hope to live through George. Kate and Helen have strong 
and individual personalities that they want to share with George 
and readers learn much from these encounters. 
George, like Anderson, values "the gentle character" of 
women. Anderson felt that during the ti~e of the American 
industrial revolution, women kept their sense of self while men did 
not, because men could be so easily replaced with machines. All 
the men in Winesburg, Ohio are grappling with that problem, and 
many of them turn to women for the sense that they are still 
needed. George turns to several women, trying to learn to feel like 
a man when all the men around him are themselves confused about 
their function and can give him little advice. After George had sex 
with Louise Trunnion, he "wanted more than anything else to talk 
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to some man" (61 ). But in the community of Winesburg, where both 
touch and talk are frequently misunderstood, it is not until 
George's former teacher tries to reach him that George begins to 
understand that what he was searching for was more than the 
masculine dominance of sex and could never be revealed by words. 
At first George misunderstands Kate's passion. He has been 
looking for words, asking others, listening to people's needs, and 
muttering to himself. Kate asks George for nothing. She is simply 
willing and eager to teach. From all of Kate's attention, George 
"began to believe she might be in love with him and the thought 
was both pleasing and annoying" (158). He sits outside in the 
evening next to a fire he had built, thinking about Kate Swift and 
wondering what she meant by all her talks with him. His thoughts 
provoke an adolescent nervousness in that he looks around to make 
sure no one is watching him and then pretends to talk to Kate. They 
had had many talks, in his office, at her home, and on a "grassy 
bank" at the fairground. Kate had spoken to him earnestly, touching 
him and looking into his eyes. George listened and continued to 
visit with her, borrowing books despite his confusion concerning 
the teacher's "eagerness to open the door of life" to him ( 1 64 ). 
This confusion leads him to have "lustful thoughts" about his 
teacher: 
pulling down the shade of the window [he] closed his 
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eyes and turned his face to the wall. He took a pillow 
into his arms and embraced it thinking first of the 
school teacher, who by her words had stirred something 
within him, and later of Helen White, the slim daughter 
of the town banker, with whom he had been for a long 
time half in love. ( 1 58) 
Though few scholars have lingered over this passage it is one 
time when the reader really sees George Willard in his personal 
life. Most of the time his character is simply there for the ·input of 
others. Even George's first sexual experience reveals little about 
his feelings, emotional or physical; the reader is allowed no 
knowledge as to what happened or how George felt about it. 
Considering the number of essays on sexuality or loneliness in the 
study of Winesburg, Ohio, I find this omission incredible. Anderson 
is fairly direct in telling the reader that George is fantasizing 
about his former English teacher and his vaguely recognized love 
object and masturbating.27 One other scholar, Ray Lewis White, 
proposes this reading and points out that George thinks "first of 
Kate {a forbidden subject) and then of Helen White, daughter of a 
local banker (a safe subject)" (Exploration 47). One may assume 
that Kate is a forbidden subject because she was once George's 
teacher, and because she is older than he, whereas Helen is a young 
student herself. The afternoon of "lustful thoughts" and the two 
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passionate scenes with Kate Swift are the only sources of intimate 
knowledge about George. 
The taboo of sexual relationships between students and 
teachers is so strong that even a former teacher is considered 
"forbidden." Yet it is clear that Kate has had an enormous impact 
on George, intellectually and sexually. It is her intellectual 
eagerness that stimulates her passion for George, though she, too, 
feels she must fight it, just as Wing felt he had to keep his hands 
in his pockets. Both teachers see their hands as a marked barrier 
between them and their students. Kate has kissed George on the 
cheek, and has acknowledged that she wants to do it again. But 
when they fully embrace, Kate breaks their bond with her hands. 
George: 
held the body of the woman tightly against his body and 
then it stiffened. . Two sharp little fists began to beat 
on his face. When the school teacher had run away and 
left him alone, he walked up and down the office 
swearing furiously. (165) 
Later that night "George Willard rolled about in the bed on which he 
had lain in the afternoon hugging the pillow and thinking thoughts 
of Kate Swift ... he tried to understand what had happened" (165-
66). He is awake for hours, thinking, and when he finally becomes 
drowsy he "raised a hand and with it groped about in the darkness" 
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(166). It is at this point that George realizes his encounter and 
talk with Kate meant more than he could understand, that he has 
"missed something" that cannot be transmitted through books or 
through the body. 
It seems that George misses just about everything he is told. 
When George first decides to become a writer he believes he can 
live life artificially and develop his craft. He tells Seth Richmond 
that he is trying to write a love story and needs to fall in love. He 
has thought it over and decided that that is the best thing to do and 
he has even chosen the ideal maiden, Helen White, "she is the only 
girl in town with any 'get-up' to her." Seth is sent as George's 
messenger: "see how she takes it, and then you come and tell me" · 
(135). Helen makes no response to this, and the matter is dropped 
for a while, until Tom Foster gets drunk and tells George that he 
has made love to Helen on th~ shore of some sea. George 
remembers his old feeling toward Helen and angrily asks Tom to 
explain him-self-.. surely Tom is out of his mind with drink. Again 
George listens with compassion, even though he is angry that Tom 
has told sexual lies about Helen, and even though he doesn't 
understand why, "he felt drawn toward the pale, shaken boy as he 
had never before been drawn toward anyone" (218). George shares 
with Tom a passion to know life and truth that is so great that Tom 
is willing to lie about someone lovely. Tom Foster is one of the 
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few characters in the story who touches George gently; he puts 
forth his hand and rests it on George's arm as he tries to explain. 
Tom wants to know youthful passion and he wants to "learn 
things." Whether it was the drunkenness or the lying, Tom tries 
hard to say why he "did it"--"lt taught me something, that's it, 
that's what I wanted. Don't you understand? I wanted to learn 
things, you see. That's why I did it" (219). 
This confession is the essence of the desire to know, to find 
the truth even if it means lying. The characters in Winesburg want 
to know and they want to be known. As George grows older, he 
recognizes the same passion stirring. within himself. He feels old 
and tired, and he feels the weight of developing knowledge. He 
wants to share his knowledge with someone--"he wants, most of 
all, understanding" (235). He decides he wants to share his new 
sophistication and manhood with Helen White. The point at which 
George feels himself maturing may also be the point at which he 
becomes more of a teacher and less of a student. He has learned 
lessons and philosophies from the citizens of Winesburg. He has, in 
the past, told Helen of his great thoughts and that he is going to be 
an important man. George has given Helen advice, but now the 
"sadness of sophistication" is upon him and he realizes his old 
dreams were foolish talk. He feels lonely and "with all his heart 
he wants to come close to some other human, touch someone with 
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his hands, be touched by the hand of another" (235). 
Touching another with his hands may ease George's loneliness 
but it is not an avenue of truth. It would not be a st~p toward 
maturity. The characters in Winesburg do not touch to transmit 
knowledge, some of them even make knowledge inaccessible 
through their desperate and unshackled touching. Accepting one's 
self and one's own truth is ultimately a lonely experience. When 
Anderson presents George in his bedroom with the shades drawn, 
the reader sees a rare moment in Winesburg, Ohio. Here one sees an 
individual alone, not seen by any other character in the book. 
George's eyes are closed and he reaches for himself and the pillow. 
This picture is true, simple, and solitary, much like the final scene 
when George closes his eyes and leans back in his seat on the train. 
It is symbolized by shutting his eyes, not his ears as Wing had 
advised, that George finds a maturing moment of solitude. 
A teacher's body is a stimulant, but it is not the truth. The 
students seeking knowledge throughout Anderson's Winesburg, 
Ohio--Louise Bentley, George Willard, Helen White--all stumble 
along the way, sometimes during their encounters with teachers, 
because they are looking for someone who can simply give them 
knowledge and emancipation. The teachers in the stories--Wing 
Biddlebaum, Kate Swift, and the unnamed professor from 
Cleveland--all represent different methods of teaching. Wing 
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helplessly hopes to transmit what he knows through touch; Kate 
decides when she should use her body and to what extent; Helen's 
professor has not a name, much less a body. Helen knows 
instinctively that "he would not do for her purpose" (235) which is 
to step into womanhood. There are several characters who think 
highly of school and scholarship and these characters are often the 
catalyst for someone else's despair. Jesse Bentley uttered Louise 
into a quickness of misery. She was not wanted, and destined to be 
bitter and sorrowful when her father cried out to God for a son. 
She is, in turn, cruel to her own son and the boy's maternal 
grandfather causes him to run away and never return. 
Anderson had little patience for intellectuals and used even 
minor characters such as Helen White's college instructor to . 
demonstrate his disdain for those who believed they could become 
more sophisticated than others by scholarship. Helen has grown 
tired of empty talk. She is impatient with the pedantic professor 
her mother invited from the college. She is pleased by the 
attention that being escorted by a well-dressed stranger brings. 
But she is "thinkir,g of George Willard even as he wandered 
gloomily through the crowds thinking of her" (236). The 
dispassionate instructor made Helen feel "restless and distraught." 
The man "wanted to appear cosmopolitan" and his pomposity was 
dull and meaningless to Helen. From the front porch Helen went 
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inside and to the back door and stood trembling, "it seemed to her 
that the world was full of meaningless people saying words" (239). 
Suffocated by the intellectual teacher she runs outside, calling for 
George. Meeting in the dark, they walk together mostly in silence 
and with a mutual respect for each other's maturity. George is 
refreshed by Helen's presence; "it was as though her woman's hand 
was assisting him to make some minute readjustment of the 
machinery of his life" (241 ). 
Here Anderson returns to the theme of human touch 
supplanted by the machine and the romance between Helen and 
George is demonstrated with hands. Helen and George use gesture · 
to express that which words would diminish. In many cases it is 
necessary to get away from words to find the truth. The touch and 
silence, though sometimes terrifying or painful, is the only honest 
speech. Anderson denies the sexual in the last scene between Helen 
and George, preferring instead this thought: 
I didn't just want to touch you . . . I wanted to stay near 
you. Tonight I would have liked sitting by you in 
silenc~--just letting something go and come between 
us. There are no words for it. (Modlin 11 5) 
Most of the stories dealing with sexuality are somewhat tragic 
and most are limited to the use of hands. In reality there is no 
word and no touch that can salvage humanity.28 People can reach 
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out, toward others, toward nothing; hands may light briefly on a 
pillow, a rosary, a berry, a ticket, but true union with another is 
impossible. This is shown in many of the relationships in 
Winesburg, Ohio but it is in the relationships between the teachers 
and students that this oneliness is most observed and, for brief 
moments, understood. With the help of a wise and experienced 
teacher George learns that the search for truth is a singular 
search; Helen senses this from George and walks "beside him 
filled with respect." The balance between leading and learning is a 
delicate one, as the narrator explains: George's "feeling of 
loneliness and isolation . . . was both broken and intensified by the 
presence of Helen" (240). The pursuit of insight is a lonely one. 
Though "Sophistication" ties many things together, it can hardly be 
seen as a happy conclusion. George and Helen are pensive together, 
yet separate. There is no suggestion that marriage will occur, only 
that for a few moments the couple became "excited little animals." 
George reflects on his insignificance. The community fair has 
ended, leaving the eerie silence of the ghosts of living people. 
The desire to learn is a lonely and usually dangerous prospect 
in Anderson's view. Sometimes in spite of many good intentions 
the message is lost, the epiphany skipping like a flat rock on water. 
But the process, with both the mistakes and the pleasures, gives 
one the experience needed to recognize wisdom and maturity when 
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one finds it. Students and teachers in Winesburg, Ohio have more 
successful relationships when the body is involved. But, in Wing's 
case, the touch proved dangerous also. The body is not what Louise 
wanted, but her written words communicated a message she did not 
understand herself. Louise would have been well-advised to live 
life before she wrote about it. The isolation in Winesburg reflects 
much of Anderson's doubt about words, which is why he presents 
most of the characters only through gnarled recollections of their 
experience, second-hand at that. Experience in Winesburg is 
filtered through George, then the narrator; finally the reader is 
left alone with the text. 
The anticlimactic "Departure" demonstrates once more that 
George is alone. He walks in the quiet morning darkness into town, 
just another of the thousands of young men who have left their 
small hometowns for a big city. When he is sure no one is looking. 
he counts his money. When the train comes into the station, George 
hurries on board and "Helen White came running along Main Street 
hoping to have a parting word with him, but he had found a seat and 
did not see her" (246). In an initiation story there is usually 
something missing at the point of expected insight. In Winesburg, 
Ohio the parting word is missing, and soon after, so is the little 
town. 
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Social Studies 
My second grade teacher had just explained the concept 
of a community and its laws. Mrs. Gertrude Lewis gave the 
class an assignment in our social studies workbook, which we 
all dutifully began to complete. Well, most of us. 
Of course I was busy opening my workbook to the 
assigned page and getting out my pencil. But Leonard, the boy 
who sat in front of me, turned around and said to me: "Do you 
want to play tic-tac-toe?" This was too much to resist. 
agreed enthusiastically, forgetting about the laws of a 
community. We happily marked Leonard's shoddy sheet of 
paper with Xs and Os, playing game after game. I almost 
always won. 
Soon Mrs. Lewis noticed our commotion and sneaked 
right up to us to ask thunderously: "What are you two doing?" 
I froze with panic. I had never been in trouble at school 
before, well, except for the time in kindergarten when the 
teacher picked me to return papers (because I was such a good 
student) and I found that I could make everyone laugh by 
throwing their papers to them rather than sedately placing 
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them on their desks. 
I couldn't answer Mrs. Lewis. I was frozen with fear. 
So finally Leonard mumbled sheepishly, "playing tic-tac-toe." 
"Go out into the hall," Mrs. Lewis said. The class snickered, 
because they all knew what going into the hall meant. Hot 
shame and terror flowed through my body and I could barely 
move. I had never been paddled before. In a nightmare trance 
I walked into the hall with Leonard and Mrs. Lewis. Mrs. 
Lewis took the board to Leonard first while I stared in horror. 
As a boy, he was rather used to being in trouble, and with only 
mild embarrassment he took his beating and went back into 
the room to do his work. Then Mrs. Lewis turned to me. 
"Belinda, I'm not going to paddle you, because Leonard 
was the one turned around in his seat. And because you at 
least had your book open." 
I got through the rest of my 30 or so school years with 
that motto imprinted forever in my mind. Never turn away 
from the teacher, and ALWAYS keep your book open. 
Thank you, Mrs. Lewis. 
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CHAPTER 6 
THE BODY OF THE TEXT: DISMEMBERING DESIRE 
"Education" is closely related to the word "seduction." An 
infant is seduced into focusing its energy on the parent's face and 
is driven to return to the place where it felt whole--to re member 
the harmony and rhythm of its origin. This type of seduction must 
continue into the pedagogical relationship because this is the way 
human beings learn. A student who is not seduced by the 
objectification of the teacher's body ( or who resists, by staring at 
the ceiling or falling asleep in class, for example) may never learn 
or care for the subject matter. However, there is also the 
phenomenon of the text which engages many students. In the 
exchange between student and teacher there is a third object 
present and that is the textbook or student paper. People who share 
a piece of literature sit closer to each other, close enough to hear 
or feel the other breathing, to smell each other, and they both may 
touch or write on the text. There are many discussions of the 
function of Eros in the classroom from the teacher's perspective. 
would like to devote as much investigation and energy to classroom 
sexuality from the student's seat. 
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When the esteemed members of our profession say "teaching 
was just like sex for me" (Jane Tompkins); "graduate students are 
my sexual preference~' (Jane Gallop); or when Wexelblatt explains 
the "penetrations of professing by Eros" and the "professorial 
equivalent of the orgasm" (12-13), one ought to wonder what the 
student is feeling or thinking. John Glavin believes they are 
thinking something along the lines of a Donne sonnet: "Take me ... 
please me, entertain me, divert me, fascinate me, thrill me, 
seducel" ( 12). 
Actually, at the time of the learning experience, they are 
probably thinking about Sting lyrics; Regina Barreca concurs, and 
though she refers only to "Don't Stand So Close to Me" and not my 
personal favorite obsessive crush Sting s_ong "Every Breath You 
Take," we do agree that there is most likely clear relevance to the 
fact that Sting was once an English teacher.29 In retrospect, 
Barreca remembers it this way: 
I grew up falling . . . in love with every English teacher I 
had from junior high onward ... I would bet that many 
. . • who enter our profession have fallen in love with 
their teachers over the years. Sometimes we sublimate 
effectively . • . often we translate our desire into a love 
of the subject, or the text, or the way the light hits a 
four o'clock window in a November classroom. ( 1 ) 
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In my research I found many texts devoted to the erotic 
element in the classroom, but most of these works were from the 
teacher's point of view. Most often, the teacher sees two options 
available. One is to give in to the student's adoration and become 
sexually intimate with the student and the other is to redirect the 
student's affection toward interest in the subject. I have been 
fortunate enough to have encountered teachers with much more 
humane and creative responses to this situation. It is true, 
however, that an element of desire shapes a student's career plan, 
course choices, and development as a professional. Students tend 
to work harder for a teacher they love, in an effort to elicit an 
affectionate or admiring response. Alison Jones admits to having 
"sexual fantasies" about her instructors and that these feelings 
influenced her course choices: "if some teacher was lively and 
'turned me on' to a subject I would be likely to take it" ( 102). 
Eroticism in the classroom, once meaning only male imposition of 
power over female students, is now seriously discussed as a 
teaching tool. Some take it more seriously than others. 
Both hooks and Gallop laugh (suspiciously loudly) at their 
younger days of seducing professors and feeling eroticized by 
power and not the teacher, who was likely to be one of those 
"smart nerdy guys who didn't get sex in high school ... who were 
suddenly seen as sexy by adoring students" (hooks "Passionate" 48-
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49). These teachers and scholars report being empowered by 
sleeping with their professors, understanding sex with their 
teachers as a conquest that made them equals. This type of 
empowerment strikes me as being simply another form of putting 
women in their place--the bedroom. Why are hooks and Gallop so 
pleased with what seems to be more of a regression for women in 
college or the work place? They are still sleeping with men in 
order to feel empowered. Why could they not be empowered in 
another way? 
Further, I take offense to Gallop's "SBFJ" story, related in 
Feminist Accused of Sexual Harassment, in which two female 
students who spent much time with Gallop in what she refers to as 
an "atmosphere thickened with unspoken fantasies of transgressive 
possibility," one night 
giddily confided that every time they passed my 
apartment building they would jokingly suggest "SBFJ." 
After making me beg repeatedly for explication, one of 
them finally whispered that the joke's abbreviation 
stood for "Stop By, Fuck Jane." (46) 
Gallop eventually slept with both of these women (separately). Why 
does this story offend me? I have considered that for quite some 
time. It is not that I disapprove of students and teachers having 
sexual relationships with each other. It is not even that the 
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teacher and students are regarding desire so flippantly. It is that 
this does not seem to be an instance of intellectual excitement 
becoming sexual excitement. It might seem different if the 
apartment- dweller were not a teacher, but rather a friend who was 
particularly welcoming when people stopped by. It would also seem 
different if the students were going to their teacher's apartment to 
discuss a book and then they ended up in bed together. This story 
simply reveals a different form of sexual harassment to which an 
adored teacher should never be submitted. Pure lust is important, 
but I prefer erotic energy myself. 
The overall point that hooks and Gallop make, however, is a 
necessary and important distinction. There is a great deal of 
difference in sex as power play in the classroom ( whether initiated 
by the student or the teacher) and sex as a sincere response to a 
variety of powerful feelings ~he intimacies of a literature 
classroom invoke. Further, Gallop and hooks insist that feminism 
has come far enough that women can make sexual choices and do not 
need the sex police to make sure they are not victimized. Jones 
provides an excellent survey of frameworks for desire in the 
classroom but ultimately offers the same conclusion as hooks and 
Gallop, that women are "harassable" only in a certain context, a 
patriarchal context that can be diminished by open discussion of 
eroticism in the classroom as a positive force rather than a 
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victimizing force owned as a matter of fact by the male professor. 
These few contributions to the students' experience with 
eroticism in the classroom are always filtered through theory and 
argument. Even Barreca, after all her nostalgic reminiscence, says 
ultimately we must leave "behind the idea of love in order to 
embrace the love of an idea" ( 10). She allows the reader only a bit 
of romantic memory before her jolting question: "at what point, I 
would like to ask, did the moment come for each of us when we 
realized that we wanted to be the teacher, and not sleep with the 
teacher?" (2). Wait a minute--1 protest--what about the Sting 
songs? This girl's an open page, remember? There are many 
possible answers to this question; the thread that connects them . 
all seems to be the understanding that if one is to remember 
something, one must first dismember it. Whether through theory or 
through writing one's own tex.t, both student and teacher must 
realize that though leading and learning are intensely intimate, it 
is ultimately an individual, self- actualizing experience. 
Theoretically, "the student is falling not so much for the teacher as 
for the idealized vision of self that the teacher seems to make 
possible, seems to bring ... into being" (Glavin 16). At the other 
end of the spectrum, one is found raped by logic; wanting 
eloquence: "de do do do, de da da da" but finding no words or 
theories that will express the truth. And for Alice Hindman, the 
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only option is to try to force one's self to "face bravely the fact 
that many people must live and die alone, even in Winesburg" (120). 
People grow, age, and die and though texts are also ~utable they 
are constant in that they will forever bring teachers . and learners 
together, bring one closer to one's self, and, like a third wheel, 
often push people apart. 
The text that is an assignment is a means of mental 
intimacy with the teacher or some other person. As a student reads 
the assignment he or she may be conscious of the fact that the 
teacher is reading, or has read, the same text. This is different 
from simple displacement of feelings of love. There is a real 
intimacy with a book that can elicit feelings as strong as those 
provoked by the teacher. Kellman observes that in addition to the 
many analogies between writing and the body there is a literal 
connection: "books and bodies are both commonly taken to bed" 
(16).30 The student in love may imagine that the teacher is taking 
the same book to bed or at le~st, that the student's mind and the 
teacher's mind are dwelling on the same subject. 
Wexelblatt relates the story of a colleague who had a 
disappointingly unresponsive group in his introductory physics 
course. One day the students arrived, perplexed to find that the 
seats were in a large circle and that right in the middle of the 
circle was a desk with the heavy, ponderous physics text propped 
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upright upon it. The professor explained: 
'This is your textbook. Possibly some of you may 
recognize it ... For the next fifty minute~ you can say 
whatever you like to this book.' The students giggled .. 
. and then fell silent . . . Eventually a young woman 
raised her hand uncertainly. The professor . . . pointed 
at the book. The student lowered her eyes and looked 
with genuine resentment at the fat, double-columned 
text. 'I hate you,' she said evenly and not without 
courage. (17-18) 
The text can be a stand-in for the teacher. In addition to providing 
mental intimacy, the text is a place where otherwise restrained 
love, anger, desire may be released. Students have been trained in 
this kind of responsiveness because that is all that is allowed. The 
teacher may be distant but the text is always fair game. Once a 
student learns to keep his or her mouth shut, to be still, he or she 
is rewarded with a picture to look at or mark upon, a. workbook or 
textbook to touch and upon which to fix the gaze: 
we have displaced school bodies with school texts. I do 
not ask my students, 'do you understand me?' Instead I 
ask them to understand my reading of the text. We pass 
texts between us. We touch the text instead of each 
other and make our marks on it rather than on each 
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other. ( Grumet 144) 
Educators like texts. They are tidy and efficient. They keep 
students looking busy. But because the reader of the text is not 
fixed, "meaning is continually deferred" (149). When texts preempt 
the body, misreadings occur. This is what Anderson insists on 
reinforcing, that when bodies erupt in an unapproved place, 
confusion ensues. Students and teachers accept texts as 
substitutes for bodies but there is always something missing. To 
be a text is to be not a human being. There are always only bits and 
scraps, like Doc Reefy's paper pills. The text is here to cure us 
when we cannot put our finger on the real experience and all that it 
means or when we are not allowed to explore the human elements 
of the learning experience. Yet the text is something, and when 
shared, brings people closer to understanding and insight and to 
each other. Of course misreadings, of either text or body, can 
complicate or even destroy the relationship. There is a risk 
involved in any gesture from one person to another. In Doc Reefy's 
case, the risk is never taken, the text is never shared; it remains 
crumpled in Doc's pocket. 
As for Louise Bentley, her entire life is based on a 
misunderstood text: "'I want someone to love me and I want to love 
someone,' she wrote" (94). What could she have said that would 
have made any more sense? She did not understand the feeling 
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herself, and as Anderson writes again of his own failure to capture 
true human intent in writing: 
Before such women as Louise can be understood and 
their lives made livable, much will have to be done. 
Thoughtful books will have to be written and thoughtful 
lives lived by people about them. ( 8 7) 
Some of the most thoughtful texts written are papers and notes 
exchanged between students and teachers, as well as the texts 
assigned by the teacher to be read for class. George may be 
referring to such texts when he says to Helen, "I've been reading 
books and I've been thinking." This is the slightly more mature 
version of Louise Bentley's plea, and is the heart of Anderson's 
thesis. People want and need to make intimate connections with 
others and they will in any way possible. 
In the realistic practice of teaching writing or literature, 
that intimacy is felt through the writing, reading, and marking that 
passes between a student and a teacher. It is also made manifest 
when people draw close together to look at a text, perhaps even 
touching it, letting the text channel the desire or the nurturance. 
When a student turns in a paper, especially for a subject or teacher 
in which the student has invested much emotion, her or his 
anticipation of the return of the paper swells with energy similar 
to sexual anticipation. . When the student is in love with the 
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teacher, the waiting is almost unbearable. For in this case, the 
marks the teacher makes on the paper are, to the student, erotic 
messages, answers to agonizing questions. Does the teacher like 
me? Does the teacher admire my ideas or my writing? These are 
highly charged questions for the student in love. The student has 
sent her or his beliefs and desires out to the teacher and hopes for 
confirmation or even flattery in return. Of course, I am speaking of 
the serious student who has beliefs and desires, and an English 
class, especially one that is not required, is the room most likely 
to contain such a student. Gurko believes that the classroom is a 
sexual place in that it is full of anticipation, new experiences and 
epiphanies. She tries to stimulate the students and coax their 
energy and intellect to the highest level possible. This form of 
seduction "ought to be there; without it, nothing is happening ... 
intellectual excitement can lead very naturally to sexual 
excitement, and the two kinds of sharing become intertwined" (26). 
I never knew this was possible until I entered college. My 
first college literature teacher was a clinically depressed 
Modernist. While all my depressed life everyone had been telling 
me to "snap out of it" or something to that effect, this man was 
professing tangible reasons to be depressed. Not only reasons, but 
beautiful commemorations of meaninglessness through the 
literature we read. I cried every day in class. My first college 
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paper was on "The Hollow Men." And when I received that paper 
back it was not the grade I was interested in, I wanted to feel that 
someone understood me. As ascertained by the remarks on the 
paper, he not only understood me~ but he affirmed me, he praised 
me, and he reminded me that in spite of all the pathetic and ugly 
truths of life, we had literature which was as true as any of the 
rest of it. Of course I fell in love. 
Since then I have lived for those passionate, affirming 
remarks on my papers (see appendix). I learned to refrain (usually) 
from crying in class but I am fed by the marks teachers make on my 
papers. These marks are caresses to me. These marks make me 
feel loved; they make the world make sense to me. I read them 
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over and· again. I suppose sex would be the ultimate affirmation. 
But then again, it would expose the impossibility of being one with 
the mind or body of another person. I would like to think that that 
is the bottom line--not lawsuits or power difference or even the 
pleasure of the text. Desire in the classroom perpetuates an 
innocent myth, one of mutual synchronistic harmony worthy of 
seeking in any way possible. I would also like to think that the 
marks and the tear-stained papers that testify to the dismembered 
longing, joy, and pain mean something to the teacher as well, 
something like, "I have come to this lonely place and here is this 
other" (Anderson 241 ). And I hope that teachers will be 
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compassionate and inventive, will maybe point to the text, when a 
student appears in his or her office, confessing admiration and 
love, asking "the most difficult and touching question to answer: 
'How can I be you?"' (Gurko 26). 
Personally, I am still trying · to answer this question--for 
myself and for my students. This dissertation has begun the 
stimulating yet sometimes lonely adventure of trusting myself, 
becoming myself, and leaving what is so familiar for a far away 
place. My teachers, my friends, and my sheltered academic world 
are, like Winesburg, a background on which to paint my dreams. 
Still, I would have continued hitch-hiking with no destination 
without the loving and careful influence of my teachers, who are 
impossible to really leave behind. My name, after all, breaks up 
into the words "be Linda," an adage that christens me at every 
crossroads and every new beginning. 
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NOTES 
1 Though many of the standard texts on Sherwood 
Anderson are not recent, they are still fine classic overviews 
of Anderson and his writing. See Appel; Burbank; Campbell 
and Modlin; Crowly; Fagin; Papinchak; Sutton; Taylor; 
Townsend; White, Early Writings; White, Exploration; 
Williams. 
2 For excellent sources on Modernism and sexuality, see 
~oone; Butler; Brooks; Glicksberg; Laqueur. 
3 Studies dealing with sexual repression in Anderson's 
work include Ellis; Murphy; White, "Warmth." 
4 See Bidney, Ellis, Hoffman, Howe, Murphy, Rosenfeld, 
Sutton, White's "Warmth," and White's edition of Anderson's 
Memoirs. In Memoirs, Anderson recalls his male friends in 
Chicago teasing him, saying he was homosexual and that he 
secretly wanted to be a woman. His friends often 
psychoanalyzed him, and on one occasion, while walking with 
a friend, Anderson picked up a twig and "began to break it 
between my fingers." By breaking the twig, his friend 
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explained, he was trying to destroy the phallic in himself 
(341 ). Anderson also tells the story of a man in a bar calling 
him "Mable" and Anderson calling the man "Eva" ( 41 7) while 
other people in the bar stared at them. . Anderson's fiction 
explores gender conflict, most directly in "The Man Who 
Became a Woman"j further, he presents the artist through a 
childbirthing metaphor in Winesburg, Ohio . 
5 Anderson's idealization of women is derived in part 
from the fact that he was always in love and yet frequently 
away from his mate for business or for the solitude and 
loneliness of writing. Anderson especially admired "modern" 
women who were gentle, proud, and graceful as well as 
intelligent--women who thought for themselves and spoke 
their mind. He viewed schoolteachers, in particular, as 
"ideal" women. 
6 In Perhaps Women, Anderson explains his belief that 
industrialization has ruined masculinity, and that it may be 
time for women to take over leading the world: "the woman, 
at her best, is and will remain a being untouched by the 
machine" (140). 
7 See Atlas and Bunge. 
8 See White, Memoirs-, Sutton. Also consider the many 
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other works of fiction by Anderson such as "I Want to Know 
Why" and Beyond Desire. 
9 See Curry for a comparative reading of Anderson and 
Joyce; Howe for a study of Anderson as "Lawrencian"; McGee 
for a reading of pedagogy in Joyce; Briden on pedagogy in 
Mark Twain; Sedgwick for an analysis of the relationship of 
the English teacher and Paul in "Paul's Case"; Foster for a 
discussion of sex and pedagogy in 0/eanna and The Lesson; 
Myers for an overview of pedagogy and literary childhood in 
the nineteenth century. 
10 See Bicklen; Ellsworth; Jalongo; Kelly; Kronik; 
Shepherd; Sugg for various discussions of educational change. 
,• 
11 Freire's book was originally written in Portuguese in 
1968, coming to the attention of America in 1970 when it 
was issued in an English translation. I have yet to find an 
exhaustive bibliography on "Critical Pedagogy"; there are 
hundreds of excellent articles and books. In addition to the 
works surveyed in this chapter, I would also like to mention 
the following: Apple; Conway; Davis, "Manifesto"; Finke, 
"Pedagogy"; Gabriel; Giroux, Teachers; hooks, "Toward"; 
Morton; Rouse; Simon, Teaching, Spack; Tompkins; Trend; 
Wink. Most of these scholars respond to or acknowledge 
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Freire, who broke ground for this expansive project in the 
cultural and political study of education. 
12 In primary education, "the gaze" dominates; 
teachers often look at their students until they become quiet. 
In secondary (and beyond) education, the exhibition of the 
teacher's body is discussed from several perspectives by 
Gallop, "Breasts" and Impersonation; Lewis; Litvak, 
"Discipline"; McLaren, Schooling, Parini; Patai; Salee!; 
Simon, Face; Spack; Tompkins. 
13 For related sources on sexual harassmer;1t see Dziech, 
Gallop, "Feminism" and Feminist; Hearn; Jones; Levy; 
MacKinnon; Mitchell; Paludi; Pichaske; Quinn. 
14 There are many studies concerning traditional Greek 
education and the classical model of the relationship between 
teachers and students. See Dover; Dowling; Guthrie; 
Halperin; Ludwig; Tarrant; Teloh. 
1 5 When Yale French Studies published its special issue 
on teaching, Shoshana Felman's article "Psychoanalysis and 
Education" spawned a number of reactions and valuable 
studies. Felman used the article later as the basis for her 
book, Jacques Lacan and the Adventure of Insight. There are 
many other noteworthy texts including those by Britzman and 
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Pitt; Brooke; Cummings; Davis, "Pedagogy"; Finke, 
"Knowledge"; Fox; Jay; Langs; McGee; Ragland; Ragland-
Sullivan; Schleifer; Torgensen, "Loving" and "Response"; 
Turkle. Fox's text concerns Freudianism, while most others 
work from Lacan's The Four Fundamental Concepts of 
Psychoanalysis, or from Felman's reading of Lacan. 
1 6 Jane Gallop, in Thinking Through the Body, discusses 
Sade's desire as not to teach but "to teach someone a lesson" 
(42). She also explores the meaning of the verb "to 
socratize" as a digital anal exam in what she refers to as 
"Sadean pedagogy" (51 ). For other sources on penetrative 
pedagogy or pederasty see Bersani; Bremmer, "Adolescents"; 
"Enigmatic"; "Greek"; Cartledge; Dowling; Percy. 
1 7 Page references are from the 1 9 76 Penguin edition 
of Anderson's Winesburg, Ohio unless otherwise noted. 
18 Small believes Ciancio "overstates the case" (35) in 
declaring Wing a pederast. See also Elledge; Love; Stouck; 
Thurston; White, ''Socrates" and Exploration; Yingling. 
19 "It was the first real story I ever wrote" (White, 
Memoirs 417). See also Phillips; Small; Sutton. As with 
many writers, there are slight discrepancies in Anderson's 
recollection of the writing of his ''first real story." 
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20 See Phillips and Small. 
21 See Ciancio; Elledge; Love; Stouck; Thurston; 
White, "Socrates" and Exploration; Yingling. All make at 
least passing reference to the connection between Socrates 
and Wing. 
22 See Irwin's discussion of Tillich and Eros. 
23 Guthrie; Kaplan; Plato; Teloh. 
24 See White, ed., Memoirs and Sutton. 
25 In Love Letters, ed. Modlin, Anderson relates to 
Eleanor Copenhaver that a woman must be brave and strong to 
be loved by a man. The loved woman allows "tender hurt, the 
sense of all earth and sky and trees" to be gathered into her 
body (96). In another letter Anderson says "Your saying 'Go 
and hurt yourself, be hurt, then come to me' makes me happy" 
(80). 
26 Arcana; Atlas; Browning; Bunge; Colquitt; Rigsbee. 
27 I personally know several students who fantasize 
about their teachers during masturbation. I have also 
attended a Women's Studies conference and participated in a 
session on teachers (male and female) and sexual 
objectification of students. 
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28 Robert L. McDonald suggests that in the recently 
published story "Fred," Anderson presents the idea that 
intimacy between two people is salvation--"that connecting 
purely, vitally, with another human being ... is the only way 
to live" ( 4-5 ). 
29 Sting with "The Police"; "Don't Stand So Close to 
Me": "Young teacher the subject of schoolgirl fantasy ... 
inside her there's longing, this girl's an open page ... you know 
how bad girls get. Sometimes it's not so easy to be the 
teacher's pet"; "De do do do, De da da da": "When that 
eloquence escapes me, their logic ties me up and rapes me."; 
all songs written by Sting, "The Singles" 1986. 
30 For interesting reading on the body as a text, see 
Benstock; Cranny-Francis; Kellman. · 
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APPENDIX 
"I hope these remarks are helpful. I enjoyed reading it and I 
learned things." 
"Superb! and that's an adjective I seldom use." 
"This is quite convincing, at times even fascinating ... " 
"Nice touch." 
"Isn't there evidence that ancient Egyptians knew about 
sperm? 
"Wonderfully and (for a kid) wisely done." 
"Real strides toward becoming a sophisticated reader of 
texts. There are a few important statements that need 
clarification (see. my marginalia)." 
"Good stufff With just a tiny bit of 'perfecting' this recipe 
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could be ready to send off someplace. Why not give it a 
shot?" 
"I think you need to prepare your reader for this." 
"I never quite saw the reason for all your attention to 
Hemingway's war wound. What was your purpose?" 
"Excellent opening!" 
"This is exceptional, sophisticated work. Very well done 
(Yes, I can pun, too)." 
"The quotations you've chosen are excellent, and generally, 
your prose is smooth and pointed. I'm very pleased." 
"This is your thesis, is it not? A reason to postpone it to 
page 4?" 
"You have a powerful thesis here that I think will be 
certainly publishable, if you are willing to cast the paper into 
standard format." 
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"This is a fascinating paper--full of provocative ideas and 
observations, which is what I hoped would result from these 
short papers." 
"Belinda- you could, of course, take this further ... but, as is, it 
is compelling, well-researched, and, toward the end, even 
quite moving. I liked this a lot." 
"One of the most compelling aspects of your papers is the 
quotations you manage to find. I'm continually amazed by 
these." 
"Would it be too reductive to ask for a thesis?" 
"A suitable final product reflecting a semester of maturing 
thought over the subject (This accomplishes my aim in 
assigning a 'term' paper.) I am still convinced this work has 
publication possibilities." 
"Is this what you want to say?" 
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